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ABSTRACT

Effective Leadership Strategies: What Novice Catholic Elementary Principals
Know, Do, And Want to Learn

By

Linda R. Wiley

In the Archdiocese of Los Angeles, principal candidates are often ill prepared for the
demands of the job. Yearly the Archdiocese hires inexperienced principals in up to 15%
of its elementary schools. The principalship is becoming more demanding. At the same
time, research shows effective leadership is critical to a school’s success.
This mixed methods study focused on the knowledge and activities of novice
principals. The researcher gathered information from second and third year principals in
the Archdiocese to determine their knowledge, practice, and desire to learn four effective
leadership strategies: instructional leadership, shared decision-making, organization of
the learning environment, and developing people. The analysis of the data collected was
used to determine the need for a mentoring program for novice principals. The research
and data collection consisted of a 48-statement survey using a Likert scale and three
open-ended qualitative questions. Three follow-up focus sessions were conducted to
clarify survey results and deepen the scope of the study.
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Statistical means indicated principals did not implement the strategies to the
extent they were known, and principals wanted to learn more about the strategies,
especially in instructional leadership. Focus group data indicated principals felt
overwhelmed by the job and did not implement the strategies to the same extend they
knew them. Principals in the study expressed the need for a mentor, who would have
assisted them in fulfilling their role of principal.
Recommendations to improve principal effectiveness were presented to the
Superintendent, Regional Supervisors, Pastors, novice principals, and Loyola Marymount
University.
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CHAPTER ONE
Introduction
The purpose of this research study was to present the research on effective school
leadership strategies and the value of mentoring for novice principals, and to gather data
from novice elementary principals in the Archdiocese of Los Angeles, specifically those
in their second and third years as principals. The data collected elicited from these
principals what they knew about effective leadership strategies, which effective
leadership strategies they implemented, and what they wanted to learn about effective
leadership strategies. The researcher intended to show, through statistical analysis of the
survey results and coding of the qualitative data, that novice principals could benefit from
a mentoring program. The results of this study were shared with the Department of
Catholic Schools in the Archdiocese of Los Angeles for the purpose of determining the
need for and the content of a mentoring program for novice principals in the Archdiocese.
Background of the Study
The job of being a principal is becoming more demanding, while the success of
the principal continues to be critical to the effectiveness of the school. Researchers have
stated the importance of the principal: Marzano, Waters, and McNulty (2005) reported,
“a 1977 U.S. Senate Committee Report on Equal Educational Opportunity identified the
principal as the single most influential person in a school” (p. 5). Research on the
effectiveness of schools emphasized the importance of the principal in the leadership of
the school (Bryk, Lee, & Holland, 1993). Davis, Darling-Hammond, LaPointe, and
Meyerson (2005) stated that school leadership is second only to the influence of
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classroom instruction in affecting student learning. Successful teachers are more likely to
come to a school and stay if the school has an effective principal; effective principals
weed out weak teachers and create school environments where strong teachers want to
stay (Crow, 2007; Robelen, 2009).
Principal Shortage
As the role of the principal has become more demanding, the prediction of a
shortage of principals made in the mid-1980s to the mid-1990s has now become evident.
The majority of the nation’s principals are nearing retirement age; 56% of public school
principals are currently over the age of 50. The number of new principals entering the
field is not adequate to fill the need (Alsbury & Hackmann, 2006; Daresh, 2004; DarlingHammond, Meyerson, LaPointe, & Orr, 2010; Hall, 2008). Data show in some states
only half of the novice principals remained in the job for five years; when they leave,
they leave the principalship completely (Evans, 2010; Viadero, 2009). A survey of the
nation’s Catholic elementary schools shows that 52% of the principals have been in the
position five years or less (National Catholic Educational Association, 2009).
Catholic School Principals
The need for effective leadership in the role of the principal is not only important
in public schools, but also equally important in Catholic schools. Bryk et al. (1993)
equated a Catholic school principal’s responsibilities to those of both a public school
principal and a superintendent. Not only does a Catholic school principal have the duties
of faculty hiring and supervision, student recruitment, discipline, and instructional
leadership, but he or she has the additional tasks of financial and facilities management,
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development and fundraising, and public and alumni relations (Bryk et al., 1993). To
successfully accomplish these responsibilities, the Catholic school principal must be well
trained as an effective leader.
In the Archdiocese of Los Angeles, in the school years 2007-2009, 19% of the
new principals left after the first year (Archdiocese of Los Angeles, 2010). Several
returned to the classroom because the principalship was too stressful (L. A. Insprucker,
personal communication, July 28, 2010). Due to the demands of the job of a Catholic
school principal and the rate of turnover for first year principals, a mentoring program
could be an effective means of supporting novice principals and helping them become
successful leaders.
Mentoring is the process of providing support and guidance from a person
experienced in the role to a novice in the role. It is a process of personal and professional
growth. Mentors provide guidance to the novice principal to help the novice understand
the policies, procedures, and practices of the organization. The mentor provides feedback
to the novice; the mentor listens and challenges the novice principal to grow (BrowneFerrigno & Muth, 2006; Daresh, 2004; Kiltz, Danzig, & Szecsy, 2004). A mentor could
be instrumental in helping the novice principal develop competencies in the effective
leadership strategies.
The Framework for Effective Leadership
What are the strategies that effective school leaders demonstrate? Components of
leadership development frameworks have been described by experts in the field of
educational research in several studies of international literature. A careful review of the
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literature was conducted and four major categories of leadership were identified that
influence student learning, teacher practices, and student success (Crow, 2007; Day,
Leithwood, & Sammons, 2008; Day, Sammons, Hopkins, Leithwood & Kington, 2008;
DuFour, 2002; Giles, 2007; Leithwood, 2005; Leithwood & Riehl, 2003; Lewis &
Murphy, 2008). These strategies form a conceptual framework for this research study.
The researcher arrived at this framework from reading extensively about effective school
leadership. The four leadership strategies effective that leaders demonstrate have been
defined as: instructional leadership, shared decision-making, organization of the learning
environment, and developing people. By utilizing the strategies in the framework,
effective leaders influence student learning, teacher practices, and student success (Day,
Leithwood, et al., 2008; Day, Sammons, et al., 2008; Leithwood, 2005; Leithwood,
Harris, & Hopkins, 2008; Leithwood & Riehl, 2003).
How do principals learn the four leadership strategies The Framework for
Effective Leadership indicates form the basis for their success? Daresh and Playko
(1993) see gains in principal capabilities consisting of three equal components of
professional development: academic preparation in which the theory of administration is
presented, field-based learning in which principals acquire the technical skills necessary
to become effective principals, and professional formation in which principals learn the
procedures, policies, and practices of their school district (Daresh & Playko, 1993).
Traditional university programs provide candidates with the academic based formation,
but the field-based and professional formation are frequently not included in university
coursework, which creates a disconnect between the preparation received in schools of
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education programs and the rigors of the role of administrator (Daresh & Playko, 1993;
Murphy, 2006). The researchers stated the reason for this disconnect was that
universities look at a different skill set than a school district looks for in its
administrators; recruitment of students by universities often has little to do with the
ability of the student to become a strong leader, and research focus in the universities has
little to do with the actual daily role of the administrator. While prospective principals
learn about curriculum, finances, and supervision in academic programs, the day–to-day
reality of the principalship is not covered in college courses (Bush, 2006; Murphy, 2004;
Murphy, 2006; Teitel, 2006). Teitel (2006) expanded on this in stating that until recently,
graduates of traditional university Master’s and doctoral programs that prepare
administrators have filled principal positions. Public school districts, worried about the
shortages of qualified candidates, are convinced that principal candidates are not coming
from the traditional university-based programs.
How, then, do principals learn to implement the four leadership strategies,
indicated by The Framework for Effective Leadership as forming the basis for their
success? Daresh (2004) viewed mentoring as a critical part of assisting novice principals
in becoming effective leaders. Research showed that new principals were most
successful when they had a mentor, a person who provided support, guidance, and
imparted knowledge to a novice principal. Mentors offer support and provide
opportunities for novice principals to reflect on their decisions in ways that may not be
provided through a leadership program or in university courses (Alsbury & Hackmann,
2006; Browne-Ferrigno & Muth, 2004; O’Mahoney, 2003).
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According to Bryk et al. (1993), it is critical that first year principals get it “right.”
Since leadership of the principal is vital to the effectiveness of the school (Davis et al.,
2005; Marzano et al., 2005; Waters, Marzano, & McNulty, 2003), and there is a shortage
of qualified principal candidates (Alsbury & Hackmann, 2006; Daresh, 2004; Hall, 2008),
it is critical to ensure that schools have effective leaders.
The purpose of this mixed-methods study was to find out what novice principals
knew, what they did, and what they wanted to learn about effective leadership strategies,
as well as how the creation of a mentoring program could benefit the principals in the
Archdiocese of Los Angeles. A conceptual framework for effective leadership strategies,
gathered from the research of experts in the field, guided the study. The research
methods included both conducting a survey and setting up focus groups with second and
third year principals in the Archdiocese of Los Angeles. The results were shared with the
staff at the Archdiocese for the purpose of creating a mentoring program in the
Archdioceses of Los Angeles.
Statement of the Problem
In the Archdiocese of Los Angeles, candidates who aspire to the principalship, as
well as existing principals, are often ill prepared for the demands of the job. Every year
the Archdiocese hires new principals in as many as 15% of its elementary schools, over
90% of which are novice principals (L. A. Insprucker, personal communication,
December 8, 2009). Not all principals placed in the role of principal have completed a
Master’s degree in Administration, nor have they received any special training before
becoming principal. Principals new to the role often struggle. The Archdiocese offers a
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Principal Internship Program (PIP) for its novice principals and provides each novice
principal with a master principal. PIP instructs novice principals in the policies and
procedures of the Archdiocese, but does not provide for on-going, one-on-one support of
novice principals. The master principal is available to the novice to answer questions, but
if the novice principal does not reach out, no interaction occurs (L. A. Insprucker,
personal communication, December 8, 2009). There has not been a formal mentoring
program available in the Archdiocese of Los Angeles to help novice principals navigate
through the demands of the job and provide the support that principals need to organize
and run effective schools.
Novice principals need to learn effective leadership strategies. A principal
becomes an effective instructional leader, the first strategy in The Framework for
Effective Leadership, through the implementation of high expectations for all students,
professional development of teachers, and the promotion of shared leadership (Crow,
2007). Shared decision-making, the second strategy in the framework, includes creating
a mutually supportive and collaborative culture (Lewis & Murphy, 2008), as well as
working with faculty to develop a shared vision for the future and building consensus
about short term goals (Giles, 2007). Principals need to know how to best organize the
learning environment, the third strategy, for student academic success. Components of
an effectively organized learning environment include time on task, quality of the
instructional climate, teacher commitment, and a curriculum rich in student engagement
(Leithwood, 2005). The fourth strategy, developing people, consists of effective leaders
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providing exciting opportunities for professional development and collaboration for
teachers (Crow, 2007).
Because research has shown that instructional leadership, shared decision-making,
organization of the learning environment, and developing people are strategies found to
help leaders become effective, and since these strategies are learned, but not always
applied in traditional schools of education programs, a mentoring program that provides
support for novice elementary principals in applying and mastering these strategies could
help new principals to become successful in their roles. A mentoring program could be
beneficial for the novice principals in the Archdiocese of Los Angeles so that Catholic
school principals are given every opportunity to become effective leaders for the benefit
of all the students in elementary schools in the Archdiocese.
Purpose of the Study
The purpose of this mixed methods research study was to gather data from the
novice elementary principals in the Archdiocese of Los Angeles about each category of
the framework for effective leadership strategies in terms of:
1. What did novice elementary principals know about the strategies identified in The
Framework for Effective Leadership?
2. To what extent did the novice elementary principals implement the strategies
identified in The Framework for Effective Leadership?
3. What were the novice elementary principals’ perceptions of the need for
mentoring in the strategies identified in the framework for effective leadership?
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Quantitative data were collected through a survey using a Likert scale asking the
novice principals to rate statements on a scale of one to five, with one being least and five
being greatest, that fall under each strategy in The Framework for Effective Leadership.
The principals will be asked to rate each statement three times: once for the degree to
which they knew the statement was a leadership strategy, once for the degree to which
they utilized the effective leadership strategy, and once to indicate the degree to which
they wished to learn about this strategy. The data gathered determined the need for
components of a mentoring program. Statements for the survey were developed using the
four major strategies of The Framework for Effective Leadership: instructional leadership,
shared decision-making, organization of the learning environment, and developing people
(Day, Leithwood, et al., 2008; Day, Sammons, et al., 2008; Leithwood, 2005; Leithwood,
et al., 2008; Leithwood & Riehl, 2003).
Three open-ended questions provided qualitative data, two of which asked the
respondents how they implemented a particular strategy. The last question of the survey
asked the respondents to list three to four aspects of the job they felt could have benefited
from having the support or guidance of an experienced principal.
The researcher conducted follow-up focus groups to gather further qualitative data.
The questions asked in the focus groups were determined from the quantitative data that
had been gathered. Questions were designed to provide clarification of, or expansion on,
the quantitative data to gain a more in-depth understanding of the novice principals’ need
for mentoring.
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Significance
Effective leadership in Catholic schools is crucial for these schools to continue to
work for justice by providing quality education to all of their students, especially the
most disadvantaged students. Catholic schools have a history of successful student
achievement, especially in lower socioeconomic areas (Litton, Martin, Higareda, &
Mendoza, 2010; O’Keefe & Murphy, 2000). O’Keefe and Murphy (2000) studied 211
ethnically diverse Catholic elementary schools, using data from the National Catholic
Educational Association’s census of Catholic elementary and secondary schools in 19951996. They defined ethnically diverse as a minority enrollment greater that 50% of the
total student body. They found Catholic schools to be particularly effective in achieving
higher rates of learning for ethnic minority children. All elementary children in this
study continued on to high school. In the elementary schools studied, 46% of the
students were eligible for free lunch and 33% of the students lived below the poverty line.
Ninety percent of the schools offered a variable tuition scale. There is a very high
acceptance rate for students applying to the schools, which demonstrates these schools
are trying to make Catholic education available to students from lower socioeconomic
status (O’Keefe & Murphy, 2000).
The Center for Catholic Education at Loyola Marymount University conducted a
study of Catholic school students in the Archdiocese of Los Angeles who received
funding in the form of tuition assistance from the Catholic Education Foundation (CEF).
Ninety percent of the students in this study identified themselves as ethnic minorities, and
they closely resembled the economic status of students in the public schools in the area.

! 10!

!
The study looked at data from the 2001-2005 school years. Of the 567 students in the
study who completed 8th grade in a Catholic school, 100% continued on to high school.
Of the 205 students who entered high school in the fall of 2001, 97.5% graduated from
high school in 2005 (Litton et al., 2010).
This research on Catholic education shows students in inner city Catholic schools
receive a quality education regardless of ethnicity or socioeconomic status. All students
deserve effective instruction so that they can learn and achieve academic success,
regardless of race, ethnicity, or socioeconomic status. Every Catholic elementary school
in the Archdiocese of Los Angeles, especially those in the inner city, must have an
effective leader who can ensure that the poor and minority students receive an equitable
education.
By identifying effective leadership strategies that novice principals knew, did, and
wanted to learn, this research study presented the Archdiocese with data for developing a
mentoring program to train novice principals in these strategies. This is significant for
the elementary schools in the Archdiocese of Los Angeles for several reasons. First,
when a principal develops more effective strategies for student success, the research
indicates that it will directly benefit student achievement. Secondly, successful student
achievement produces an effective school. Increased student achievement in Catholic
schools in the Archdiocese of Los Angeles is significant for the thousands of students in
Catholic schools, especially for those students living in lower socioeconomic areas.
By studying alternative programs being created to fill the gap between academic
preparation and field-based learning and professional formation, many of which utilize
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mentoring as a key component to preparing successful principals, this study provides the
background information necessary for a mentoring program to be developed for the
Archdiocese of Los Angeles. The resulting mentoring program could benefit other
Catholic dioceses, as well. Information gathered from the survey and the research could
be of value to university programs. The data gathered led to recommendations to
university pre-service programs on how to better meet the needs of novice principals.
By identifying the effective leadership strategies that principals need to learn, and
conducting research on programs currently utilizing mentoring for principal success, this
study provides the Archdiocese valuable information on creating a mentoring program
for the principals in the Archdiocese that allows creation of a process that builds strong
leadership for equitable education of all students. The study further provides university
programs valuable recommendations for meeting the field-based and professional
formation needs of novice Catholic school principals.
Research Questions
The research questions guiding this research are:
1. What did novice elementary principals know about the strategies identified in The
Framework for Effective Leadership?
2. To what extent did the novice elementary principals implement the strategies
identified in The Framework for Effective Leadership?
3. What were the novice elementary principals’ perceptions of the need for
mentoring in the strategies identified in The Framework for Effective Leadership?
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Limitations
This study had several limitations. The survey asked the principals to reflect on
their performance as a principal. The researcher assumed the principals would be honest
in the information provided in the survey. One limitation of a self-evaluation survey is
that the respondent may not see where his or her strengths and weaknesses lie. Another
limitation is that the respondent may want to please the interviewer and therefore the
information might not be entirely accurate. The focus groups were dependent upon
novice principals being willing to meet with the researcher and share information. It is
possible that the principals viewed the focus group as being evaluative in nature and were
unwilling to openly share. The possibility of bias also existed on the part of the
researcher. The researcher was a current principal in the Archdiocese of Los Angeles.
She served as the chairperson of the Elementary School Advisory Committee from 20082010, has chaired WCEA/WASC Accreditation Teams numerous times over the years,
and served as the Elementary School Coordinator of the Green Team Project, whose
purpose was to visit schools in crisis and make recommendations for immediate
improvement. Her involvement in the Archdiocese could have introduced bias, as well as
contributed to novice principals’ reluctance to be involved in this research project or to be
honest in their responses.
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Delimitations
Four delimitations in this research study were:
1. Even though this study was conducted in only one archdiocese, the Archdiocese
of Los Angeles is the largest diocese in the nation (Cheney, 2010); therefore, the
results may not be generalized to other locales.
2. The study was being conducted at one point in time with one set of novice
principals and was therefore not longitudinal in scope.
3. The study only gathered information from elementary principals; the results
cannot be generalized across dioceses or grade levels, but may provide
opportunities for vertical and horizontal communication.
4. The survey consisted of 48 statements to be rated using a Likert Scale. The
statements represented the four leadership strategies of instructional leadership,
shared decision-making, organization of the learning environment, and
developing people; however, the number of statements was not equal for each of
the strategies.
Definitions
Archdiocese of Los Angeles: The Archdiocese of Los Angeles was established in 1840. It
covers 8,762 square miles, encompassing the three counties of Los Angeles, Ventura, and
Santa Barbara (Archdiocese of Los Angeles, 2009). The Archdiocese operates 218
Catholic elementary schools and 208 kindergartens, which served 56, 271 students in the
2010-2011 school year (Y. Valencia, personal communication, March 4, 2011).
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Canon Law: Canon law is the body of laws and regulations made by or adopted by
ecclesiastical authority, for the governing of the Christian organization and its members.
Deanery: The 218 schools in the Archdiocese of Los Angeles are divided into
geographical clusters called deaneries. There are 20 deaneries.
Effective leadership: Leadership that provides for achievement of all students by
demonstrating instructional leadership, shared decision-making, organization of the
learning environment, and development of people (Day, Leithwood, et al., 2008; Day,
Sammons, et al., 2008; Leithwood, 2005; Leithwood et al., 2008; Leithwood & Riehl,
2003).
Elementary Schools Advisory Committee (ESAC): Is an advisory committee to the
Superintendent of Elementary Schools in matters of school operations.
Green Teams: Teams of administrators whose purpose is to visit schools in crisis and
make recommendations for immediate improvement.
Juridic person: Under Canon Law, the concept of an organization such as a diocese,
parish, or seminary as a legal entity, bearing rights and being subject to duties as if it
were a person.
Laity: The body of the faithful, outside of the ranks of the clergy; anyone not a member
of a religious order.
Mentor: The mentor is the person who provides support and guidance, and also imparts
knowledge to a novice principal.
Novice principal: A novice principal in this study is one in the second or third year of
principalship.
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Pastor: The priest appointed by the local bishop to administer a parish. He is responsible
to oversee every aspect of the parish, including the parish school.
Protégé: A protégé is a person who is being supported and guided by the mentor and is
the recipient of knowledge from the mentor.
Religious: In the Catholic Church, a member of a religious order, i.e., nun, brother, monk,
priest.
Region: The 287 parishes that make-up the Archdiocese of Los Angeles are located in
120 cities, which are divided into five Pastoral Regions.
Vatican II: Pope John XXIII opened the 21st Ecumenical Council of the Catholic Church
in October of 1962. The purpose was to seek new ways of addressing the political, social,
economic, and technical challenges facing the church. It resulted in major changes in the
Catholic Church.
Summary and Organization of the Study
The purpose of this study was to identify which effective leadership strategies
novice principals knew, which they used, and which they felt they needed help in
understanding and implementing. Data were used for the purpose of developing a
principal mentoring program in the Archdiocese of Los Angeles. This mixed methods
study was conducted through the use of both a survey and focus groups. Chapter One
presents a background for the study, the conceptual framework, a statement of the
problem, the purpose of the study, the significance of the study, the research questions,
the limitations, the delimitations, definition of terms, and the organization of the study.
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Chapter Two presents a review of the literature on the framework of leadership
development, professional standards for educational leaders, and effective leadership
strategies. The literature on principal retention is reviewed; the Catholic school context
develops the church’s educational mission and explains the crisis in today’s Catholic
schools. The climate in the Archdiocese determines the circumstances in which novice
principals entered their principalships. In the area of mentoring, the value of mentoring
principals is presented; mentoring is defined, and the importance of mentoring and the
benefits of mentoring to the protégé and the mentor are discussed. The Beginning
Teacher Support and Assessment Induction Program explains mentoring for teachers in
California. Alternative programs for principals utilizing mentoring are explored.
Chapter Three describes the research questions and the methodology used to carry
out the study. Components of the methodology were participants, data collection, both
through the survey and the focus groups, data analysis, and validity. Chapter Four
presents the results of the survey and focus groups, organized by effective leadership
strategies for each research question. The demographic information related to
participants is presented, as is the reliability of the survey instrument. Results from the
survey, responses to the open-ended questions, and the focus group data were
triangulated to present a picture of the job of a novice principal in the Archdiocese of Los
Angeles. Chapter Five discusses the significance of the findings. It provides
implications and makes recommendations in the areas of mentoring, supervision,
professional growth, and finances for the leadership of the Archdiocesan Catholic
Schools, including the pastors, the elementary superintendent, regional supervisors, and
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novice principals. Chapter Five also makes recommendations to the local university
schools of education programs for principal preparation. Lastly, areas of further research
are discussed.
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CHAPTER TWO
Introduction
The job of being a principal is becoming more demanding while the success of the
principal continues to be crucial to the effectiveness of the school (Bryk et al., 1993;
Darling-Hammond et al., 2010; Davis et al., 2005; Leithwood et al., 2004; Marzano et al.,
2005). In a Catholic school, the demands are perhaps greater than in a public school, as
the principal often wears many additional hats; the role of principal in a Catholic school
is equated to that of both a public school principal and superintendent. In a Catholic
school, in addition to being the instructional leader, the principal is also the financial
manager, and oversees development, fundraising, public and alumni relations, faculty
hiring and supervision, student recruitment, and discipline (Bryk et al., 1993). These
tasks are complex and for the novice principal, they can be overwhelming. A principal’s
future success is closely related to his or her performance in the first year (Alvy &
Robbins, as cited in Lovely, 2004). Therefore, it is important for first year principals to
get it “right.”
Research shows novice principals get it “right” when they have a mentor or are
able to participate in a mentoring program (Alsbury & Hackmann, 2006; BrowneFerrigno & Muth, 2004; Daresh 2004; O’Mahoney, 2003). Historically, formal
mentoring programs have not been available to help principals in Catholic schools, and
more specifically in the Archdiocese of Los Angeles, acclimate to the job. Candidates in
the Archdiocese, who aspire to the principalship, as well as existing principals, are often
ill prepared for the demands of the job. Elementary principals new to the role often
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struggle with these demands. A mentor can provide the necessary support to help novice
principals organize schools for student learning, socialize them into the role of principal,
and provide opportunities for reflection (Alsbury & Hackmann, 2006; Browne-Ferrigno
& Muth, 2004; Daresh, 2004; O’Mahoney, 2003). Because the role of principal is so
critical to the effectiveness of the school, because the first year is critical to a principal’s
future success, and because the role of the Catholic school principal encompasses a wide
range of duties, a mentoring program would be beneficial to new principals in the
Archdiocese of Los Angeles.
This literature review introduces a conceptual framework of leadership
development and expands on each category of effective leadership in the framework.
The review discusses the current issues that affect Catholic education, demonstrating the
urgent need for strong leadership. Principal retention and succession rates show the U.S.
needs qualified principals ready and willing to take on the responsibilities of the role. As
the nation’s principals near retirement age and leave the profession, not enough potential
candidates are stepping up to fill the need (Evans, 2010). Could a mentoring program
prevent some of the principals from leaving the job? The literature review explored why
it is so important to mentor principals for effective leadership. The review defines
mentoring and examines the benefits of mentoring to the protégé, the mentor, and the
Archdiocese. The literature review also discusses the support mentoring provides that
university training programs may not. Pitfalls of mentoring are discussed, and lastly,
effective leadership programs currently in existence are presented.

! 20!

!
The Framework for Effective Leadership
This literature review presents a conceptual framework of leadership development,
which describes the importance of effective school leadership and the practices utilized
by effective leaders. The researcher arrived at this framework from reading extensively
about effective school leadership. Components of leadership development frameworks
have been described by experts in the field of educational research in several studies of
international literature. A careful review of the literature was conducted and four major
categories of leadership were identified that influence student learning, teacher practices,
and student success (Crow, 2007; Day, Leithwood, et al., 2008; Day, Sammons, et al.,
2008; DuFour, 2002; Giles, 2007; Leithwood, 2005; Leithwood & Riehl, 2003; Lewis &
Murphy, 2008). The four categories of leadership that form the conceptual framework
for this study are instructional leadership, shared decision-making, organization of the
learning environment, and developing people. Each category is further developed in this
review.
Understanding the framework that leads to principal effectiveness, both in public
and private settings, formed the basis for creating the survey questions given to novice
principals in the Archdiocese of Los Angeles for the purpose of identifying the skills
these principals knew, implemented, and wanted to learn to become effective leaders.
The framework was also used to develop questions for the focus groups. The remainder
of this chapter covers a review of literature related to the Professional Standards for
Educational Leaders, The Framework for Effective Leadership categories namely:
instructional leadership, shared decision-making, organization of the learning
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environment, and developing people; principal retention, as well as the Catholic school
context, the current climate of schools in the Archdiocese of Los Angeles, the need for
mentoring, the pitfalls of mentoring programs, and an overview of alternative school
leadership programs.
Professional Standards for Educational Leaders
While The Framework for Effective Leadership identifies four categories of
effective leadership strategies, many researchers and organizations categorize the skill set
expected of the principal in different ways; yet the components are much the same. In
1994, the National Policy Board for Educational Administration (NPBEA) formed the
Interstate School Leaders Licensure Consortium (ISLLC) to develop standards for the
profession. The NPBEA was composed of members from ten national associations. The
Council of Chief State School Officers under the guidance of Joseph Murphy and Neil
Shipman managed the process of creating the standards, using research on educational
leadership. The ISLLC standards consist of six standards with accompanying
components of knowledge, dispositions, and performance. Currently over 40 states have
either adopted these standards or adapted them to meet state needs (Owens & Valesky,
2007).
In California, recognizing the importance of school leadership in improving the
academic performance of students, the Association of California School Administrators
adapted the ISLLC standards into a set of six standards for school administrators, the
California Professional Standards for Educational Leaders (CPSEL). While California’s
standards are almost identical to the national standards, they do not incorporate the
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components of knowledge, dispositions, and performance, instead listing a set of substandards. The CPSELs also include language to highlight diversity, a demographic
reality in California. This literature review uses the components of the California
standards (California Professional Standards for Educational Leaders).
Four of the six standards tie into the categories of the effective leadership
framework and are presented in the literature review under the appropriate effective
leadership strategy. Two of the standards deal with community and governing entities.
While these are important leadership skills, they do not fall under the framework of
leadership development, as defined in this study. All six of the California standards were
written to include a strong commitment to cultural diversity to provide success for all
students.
Instructional Leadership
The second standard of the California Professional Standards for Educational
Leaders (CPEL) falls under the effective leadership strategy of instructional leadership.
This standard, “Advocating, nurturing, and sustaining a school culture and instructional
program conducive to student learning and staff professional growth” (Association of
California School Administrators, 2008) and its six sub-standards: creating high
expectations, promoting equity and fairness, facilitating the use of appropriate curricular
materials, supporting professional development of staff, providing accountability and
utilizing assessments are all components of instructional leadership.
Being a strong instructional leader makes a difference in a school. The effect of
the principal’s leadership is second only to the effect of the teacher in the classroom
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(Davis et al., 2005). There are many ways that principals are instructional leaders and
carry out the CPSEL standards: through the recruitment of quality teachers, the
professional development of teachers, the promotion of shared leadership, and the high
expectations for achievement of all students (Crow, 2007; Darling-Hammond et al., 2010;
Davis et al., 2005; Leithwood et al., 2008; Leithwood, Louis, Anderson, & Wahlstrom,
2004).
The effective principal shares his or her knowledge with teachers, and encourages
feedback and accountability from them. The effective principal demonstrates high
expectations for the work that takes place in the school, working to create a culture of
learning, and providing support for the importance of student learning (DarlingHammond et al., 2010). There must be a sustained focus on raising the quality of
teaching to raise the quality of the learning (DuFour, 2002; Leithwood, 2005). The
principal initiates, facilitates, and sustains focus for teaching to foster learning. One of
the ways to accomplish this is to buffer the teacher against outside distractions so as to
maximize time on the task of teaching and learning (Leithwood et al., 2008).
Principals are seen as improving teaching and learning indirectly by how they
motivate teachers, the commitment they create in their teachers, and the working
conditions they provide for the teachers. One of the ways they do this is to ensure
adoption of evidence-based approaches to teaching and assessment through interpreting,
monitoring, and evaluating data (Leithwood & Riehl, 2003). Another way is to ensure
the development of the staff: by managing the learning of the teachers, building a
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learning network, and developing a culture of research and innovation (Day, Leithwood,
et al., 2008).
Principals are able to effect change and strengthen student academic achievement
through effective supervision of teachers. The principal must be the lead teacher and
utilize the supervision process to share knowledge, determine needs for professional
growth, and assist teachers in implementing the curriculum (Hallinger & Murphy, 1987;
Murphy, 2004).
In providing effective professional development, principals can support the
teachers and set high expectations for the work that is taking place. An effective
principal will utilize what is observed during supervision to set the direction for
professional development. The goal of professional development for teachers should be:
learning new skills and knowledge, using this knowledge to improve teaching, and
affecting student learning and achievement (Mizell, 2010). To accomplish these goals,
the professional development must be focused. A minimum of 30 hours devoted to each
aspect of professional learning is necessary for the learning to be effective (Reeves, 2010).
High-impact professional learning has to be directly related to student results. It must be
well planned and implemented. Feedback must be provided to the teachers on the
implementation, whether from the principal or from peers (Mizell, 2010; Reeves, 2010).
When principals create opportunities for professional development to be focused and
student centered, while providing feedback to the teachers, they create high expectations
for learning and strong support for their teachers.
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Shared Decision-Making
The first standard of the CPSEL falls under the effective leadership strategy of
shared decision-making. This standard, “Facilitating the development, articulation,
implementation, and stewardship of a vision of learning that is shared and supported by
the school community” (Association of California School Administrators, 2008) and the
six sub-standards which give guidance on fulfilling the standard, including facilitating the
development of a shared vision and communicating the vision to all stakeholders, deal
with shared decision-making as an effective leadership strategy.
Shared decision-making is an effective leadership strategy commonly utilized by
successful leaders. “Leaders do not merely impose goals on followers, but work with
others to create a shared sense of purpose and direction” (Leithwood & Riehl, 2003, p. 3).
Shared decision-making involves creating a mutually supportive and collaborative culture.
A wise leader must invite all who will be affected into the decision making process. The
effective principal works together with the faculty to develop a shared vision for the
future and build consensus about short-term goals. Tasks are distributed. Effective
principals do this in a variety of ways. They may create leadership teams, distribute
leadership among the faculty, or create committees to accomplish tasks (Crow, 2007;
Giles, 2007; Lewis & Murphy, 2008; Wheatley, 2007).
Leithwood et al. (2004) noted that effectively setting the direction in which the
school will go by developing a shared understanding about its activities and goals will
account for the largest impact the leader will have on the school. The process of
identifying and articulating the vision, as a group, fosters an acceptance of the vision. A
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group process to monitor the performance furthers the acceptance of the goals by the
faculty. Every school’s goal must be to create high performance standards. This can best
be accomplished, and perhaps can only be accomplished, by creating it as a group goal
that all buy into and are willing to work toward and monitor (Leithwood et al., 2004).
Organization of the Learning Environment
The third standard of the CPSEL falls under the effective leadership strategy of
organization of the learning environment. This standard, “Ensuring management of the
organization, operations, and resources for a safe, efficient, and effective learning
environment” (Association of California School Administrators, 2008) and the seven substandards: maintaining the environment, creating positive student behaviors, establishing
structures, providing effective management, and utilizing resources for effective
organization are components of organizing the learning environment.
The effective leader organizes the environment to create a culture of high
achievement for all students. Leithwood (2005) identified variables of principal practice
that have an effect on student learning. These are: time on task, quality of the
instructional climate, a curriculum rich in student engagement, a safe and orderly
environment, staff participation in decision-making, strengthening the culture of the
school, and teacher commitment. All of these variables are necessary to organize the
learning environment for student success. When the principal creates an environment for
quality instruction, the culture of the school can be changed. Many new principals
entering a school, especially one with low achievement, must restore discipline, create a
safe and orderly environment, refurbish facilities, ensure sufficient supplies and efficient
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operating procedures, and create workable schedules before a culture of high
achievement can begin (Giles, 2007). Effective leadership is especially important when
trying to change the environment at a low achieving school; as Leithwood et al. (2004)
stated, there have been no documented cases of a troubled school being turned around
without the intervention of an effective leader.
A key strategy to improve the culture of teaching, learning, and achievement is to
align the structures of the school with the vision and direction in which the group wishes
the school to move. The principal’s ability to identify the most important needed changes
and to make them key is a function of organizing the environment for learning.
Successful leaders diagnose needs, prioritize, and coordinate the work of the school to
make learning happen. Effective principals are shown as demonstrating effective
management of instructional programs. Efficiency contributes to the time on task
variable. Qualitative data show that successful leaders build strong systems for
monitoring student progress to inform decisions about teaching and differentiation (Day,
Leithwood, et al., 2008; Leithwood et al., 2004). “School staff perceives that it is head
teacher leadership that remains the major driving force and which underpins their schools’
increased or sustained effectiveness and improvement” (Day, Leithwood, et al., 2008, p.
84).
In creating an effective learning environment, an effective principal must
understand that one of the most important things children need is the best teacher. High
quality teachers are more likely to come to a school and stay if the school has an effective
principal who can provide good facilities, exciting opportunities for professional
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development and collaboration, a voice in decision-making, and the staff and resources
needed to make a difference. Providing high quality teachers is the best method of
providing the most to those who have the least (Cortese, 2007). An effective principal
supports and sustains high quality performance in teachers (Leithwood et al., 2004).
Developing People
The fifth standard of the CPSEL has components of the effective leadership
strategy of developing people. While this standard, “Modeling a personal code of ethics
and developing professional leadership capacity” (Association of California School
Administrators, 2008) contains ten sub-standards, many of the sub-standards deal with
personal growth. Two of the sub-standards deal with encouraging others to higher levels
of performance and setting the example for others to follow.
An effective principal can best support teachers through the effective leadership
strategy of developing people. Building relationships, as part of developing people, is
key to accomplishing the goals of the school. Wheatley (2007) said, “Relationships are
the pathways to the intelligence of the system” (p. 40). Developing people also consists
of allowing the people in the school to see what needs to be done, then allowing them to
use their creativity and problem solving skills to find solutions. An effective principal
relies on other people’s intelligence and commitment to the right things (Wheatley, 2007).
An effective principal will use his or her emotional intelligence to provide the personal
attention that each employee needs. Getting to know each employee and utilizing his or
her skills to create an environment for learning and to develop shared decision-making

! 29!

!
increases employee enthusiasm (Davis et al., 2005; Leithwood et al., 2004; Leithwood,
2005).
Providing high quality professional development, while also part of instructional
leadership, helps to develop people. When the principal takes the time to know the
teacher, his or her goals, and his or her teaching style, the principal can best guide the
teacher to workshops, courses, or a degree program which will assist teachers to engage
in professional development that helps them meet their own professional goals. Effective
principals provide formative feedback to their teachers from observations and classroom
visits designed to help them learn and grow (Mizell, 2010; Reeves, 2010).
Effective principals focus on developing other leaders in their schools.
“Sustained capacity building for high-impact learning depends upon the development of
teacher leadership” (Reeves, 2010, p. 71). Principals can develop leadership potential in
their teachers by helping teachers to develop leadership perspective, defined by Lambert
(2003) as learning with, contributing to, and influencing the learning of one’s colleagues.
Principals develop others by recognizing teachers that can serve as mentor teachers and
helping them to provide feedback to colleagues, by recognizing teachers with strong
organizational skills who can carry out organizational tasks at the school level, and by
identifying and mentoring teachers with leadership potential to pursue avenues of
administration (Reeves, 2010).
To further develop the strengths of the people in the school, the effective principal
offers them intellectual stimulation and provides individual support and appropriate
models of best practice and beliefs, which are fundamental to the organization. When
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people feel empowered to make decisions, they form a further commitment to the school.
Developing people is tied closely in some aspects to shared decision-making.
Principal Retention
It is even more important to build effective leadership in schools today, as the
nation is nearing a crisis in principal retention and succession. A shortage of principals
predicted in the mid-1980s to the mid-1990s is now evident as the majority of the
nation’s principals are nearing retirement age, and the number of new principals entering
the field is not adequate to fill the need (Alsbury & Hackmann, 2006; Daresh, 2004;
Evans, 2010; Hall, 2008). Statistics have shown that currently in the United States, 56%
of public school principals are over the age of 50; the median age is 50; and many plan to
retire by age 57 (Fraser & Brock, 2006; Hall, 2008). In 2002, an estimate of the demand
for principals in the nation in the next five-year period, showed an expected principal
vacancy rate of 60% (Peterson, as cited in Darling-Hammond et al., 2010). The latest
figures on Catholic school principals showed that 51.9% have been in the job five years
or less. Only 17.1% of Catholic school principals have been in their positions for 15
years or longer (Gomez, 2008; National Catholic Educational Association, 2009).
The increasing demands of the job make it less attractive to potential candidates.
The role has grown so that the effective principal must be an expert in instruction and
curriculum, assessment, discipline, finance, facilities, and law. The effective principal
must be collaborative, able to build community inside and outside of the school building,
and must be a visionary to see what needs to be done now in order to be successful in the
future (Davis et al., 2005). Due to increased job stress, long hours, increasing workload,
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and insufficient compensation, there is a crisis in succession (Fraser & Brock, 2006;
Lazaridou, 2009).
Critics of higher education feel the crisis in succession stems from candidates
being ill prepared for the responsibilities of the job. There is lack of support for the
novice principal to learn how to juggle all the duties while at the same time managing the
myriad of tasks (Darling-Hammond et al., 2010; Davis et al., 2005; Lazaridou, 2009).
While prospective principals learn about curriculum, finances, and supervision in
education programs, the reality of the principalship is not covered in college courses
(Bush, 2006; Murphy, 2006; Teitel, 2006). The reality of the job of principal requires on
the job experience, which cannot be learned in the classroom; this is why mentoring is a
crucial means of acclimating novice principals to the job. The increasing demands of the
job and the need for mentoring are evident in both public and Catholic schools.
In the Catholic schools, additional demands and issues make potential candidates
less likely to step into the role of principal. The pastor of the parish hires a Catholic
school principal. Under Canon Law, a pastor has complete authority to hire and fire the
parish school principal. Conflict with the pastor is a factor that is cited as a drawback in
attracting and retaining Catholic school principals (Fraser & Brock, 2006).
Catholic School Governance
As stated above, a pastor of a Catholic school has the authority to hire and fire the
principal. Under The Code of Canon Law (Canon Law Society of America, 1983), the
body of laws and regulations governing the Catholic Church, a parish maintains status as
a juridic person, bearing the rights and being subject to duties, as if it were a person. A
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parish Catholic school, one operating under a pastor, is not independent from the parish.
It is part of the juridic person of the parish, and thus falls under the authority of the pastor
(Nuzzi, Frabutt, & Holter, 2008).
The Archdiocese of Los Angeles (2009) Administrative Handbook states “the
pastor is ex officio the chief administrative officer of the parish school” (p. III-9). It is the
pastor’s responsibility to implement policies of the Archdiocese in the school. While the
pastor has the overall responsibility for all duties of the school, including personnel,
finances, faith formation, and administration, the daily implementation of these tasks is
delegated to the school principal (Archdiocese of Los Angeles, 2009). While the pastor
may delegate authority to the principal to administer the school, the pastor is ultimately
responsible for all parish operations. The school, as part of the parish, falls under the
pastor’s authority (Buetow, 1988; Nuzzi et al., 2008). Since the pastor has the authority
to fire the principal, and the pastor has the responsibility for the principal’s salary, the
principal’s continued employment at the school rests in the pastor’s hands. This
governance model has contributed to the difficulty of attracting new principals and
retaining principals in Catholic schools (Fraser & Brock, 2006).
In Catholic schools, pastors can contribute to the retention and succession
problem. Several factors in both public and private schools may cause a crisis in
retention and succession of principals: the demands of the job continue to make it less
attractive; the courses offered in education programs frequently do not provide a fieldbased experience in the reality of the job. Some of these factors can be remediated by
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providing a novice principal with a mentor, someone who can be a support and a guide to
assist the novice principal in dealing with these issues.
Catholic School Context
While effective leaders are crucial for success in public schools, they are equally
important in Catholic schools, especially in the inner city. “Research consistently shows
that effective leadership is the most significant element of an effective Catholic school”
(Notre Dame Task Force, 2006). In 2003, Cardinal Roger Mahoney and the Catholic
Education Foundation identified the need for a strategic plan for Catholic schools in the
Archdiocese of Los Angeles. Meitler Consultants, Inc. was chosen to develop the plan.
The Strategic Plan for the Archdiocese of Los Angeles created a vision for Catholic
schools in 2010. The plan acknowledged the importance of the principal and the
essential need for quality leaders in Archdiocesan schools:
An effective, strong principal, in addition to a supportive pastor, is the single most
important factor in the success of a Catholic school. Consequently, the
identification, preparation, selection, retention and ongoing training of effective
principals are essential to the future of Catholic schools. (Department of Catholic
Schools, 2003, p. 18)
The Strategic Plan further stated mentors will be assigned to candidates for elementary
principalships. Gomez (2008) identified the need to establish a support system for
principals to attain new skills and to meet the demands of their positions because “a
highly decentralized system leaves principals with very little support and experiencing
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feelings of isolation” (p. 85). To date, a formal mentoring program for all novice
principals is not in place in the Archdiocese of Los Angeles.
Research has shown that the demanding role of the Catholic school leader can
best be carried out when the leader has knowledge of and implements effective leadership
strategies. The leadership of the Archdiocese has recognized the need for effective
leaders in Catholic schools.
Climate in the Archdiocese of Los Angeles
In July of 2009, the Archdiocese appointed a new elementary superintendent. The
previous superintendent had served in her role from July of 2003 through June of 2009 (P.
A. Livingston, personal communication, December 31, 2010). The current third year
principals interviewed for this dissertation study started under one superintendent and
continued their second and third years under a new superintendent, while the second year
principals began under the new superintendent. Not only did the superintendent change,
but also four of the five existing elementary supervisors left their positions in the summer
of 2009. The new superintendent hired four new regional supervisors. Three of these
supervisors were retired principals from the Archdiocese. In August of 2010, three of the
four supervisors hired in 2009, having served through the transition of the new
superintendent, left to either retire or take other positions. Four new supervisors replaced
them. Two of these were current principals in the Archdiocese; one had served as a
Regional Supervisor in the 1990s and one had been a principal in the Archdiocese in
recent years (K. C. Baxter, personal communications, June, 2010; August 31, 2010). The
current second and third year principals began their principalships during a time of

! 35!

!
transition in the Archdiocese. Not only did they have a transition of superintendent, but
also in some cases, a principal had a new supervisor every year of his or her principalship.
In addition to the change in personnel at the Archdiocesan level, the novice
principals in the Archdiocese came into their leadership roles at a time when the country
was experiencing the worst recession in 60 years (Lifsher, 2010). In December of 2008,
the National Bureau of Economic Research announced that the country had officially
entered a recession almost eleven months previously. In December of 2008, the
unemployment rate in California was 8.2% and by December of 2010, one out of eight
workers in California was unemployed (Abate, 2008; Lifsher, 2010). California was one
of the three states in the union with the highest unemployment rates at the end of 2010
(U.S. Bureau of Labor Statistics, 2010).
In December of 2008, administrators at exclusive private schools in the Los
Angeles area found themselves in unchartered territory as middle to upper income
families could no longer afford tuition and the investments that normally provided tuition
assistance to families were hard hit by the economy and dwindling. Families were no
longer able to pay the cost of tuition, and many resisted applying for financial aide either
due to pride, or thinking they did not qualify (Rivera, 2008a, 2008b). Enrollment became
an important issue for all principals in Archdiocesan schools, regardless of the socioeconomic status of the parents.
An analysis of data from the California Department of Education noted a peak in
private school enrollment during the 2001-2002 school year in schools in the South Bay
area of Los Angeles. By the 2008-2009 school year, enrollment in South Bay schools
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was down nearly 25%, the lowest since 1999. Across California, private school
enrollment dropped by 18% from 2000-2001 to 2008-2009 (Kuznia, 2011).
It is important to understand the climate of the country and the Archdiocese
during the time of this research study. The novice principals that were asked to complete
the survey and participate in focus groups were affected by local and national events
occurring outside of their control. Not only were the Archdiocesan schools experiencing
the same crisis as the country as a whole, but also the schools had experienced a change
in leadership at the Archdiocesan level.
Mission of Catholic Schools
Numerous studies show both the legacy of Catholic schools successfully serving
poor and minority children and a history of successful student achievement, especially in
lower socioeconomic areas (Bryk et al., 1993; Finn & Petrilli, 2008; Litton et al., 2010;
Meyer, 2008; O’Keefe & Murphy, 2000). O’Keefe & Murphy (2000), in a study of
ethnically diverse Catholic elementary schools, found that Catholic schools are
particularly effective in achieving higher rates of learning for children of ethnic diversity.
All elementary children in this study continued on to high school. Despite the lower
socio-economic status, acceptance rates were very high for students applying to the
schools, which demonstrated these schools were trying to make Catholic education
available to students from lower socioeconomic status (O’Keefe & Murphy, 2000).
Litton et al. (2010) studied Catholic students in the Archdiocese of Los Angeles
who received tuition assistance from the Catholic Education Foundation. Their findings
show those students who are among the poorest and most marginalized in the

! 37!

!
Archdiocese of Los Angeles, had a high school graduation rate of 97.5% compared to
public school peers who had a graduation rate of 66.4% (Litton et al., 2010).
The Jesuit run NativityMiguel schools for middle-schoolers and the Cristo Rey
schools for high school students served nearly 10,000 low-income students in 30 states.
The students enrolled in the Cristo Rey high schools participated in a work study program,
which supplemented their tuition. Students attended classes four days per week and
worked one day each week. Philanthropists, foundations, corporations, and the work
study program supported the schools financially. Four students shared a job that brought
in approximately $21,000 a year (Meyer, 2008). A reporter for Education Week
concluded that the NativityMiguel schools:
may be enacting a small miracle. They take in students who often lag one or
more grades academically behind their peers, Nativity school educators say,
and, within three years, prepare most of them to handle a rigorous high school
curriculum. The schools are a lesson in themselves: It can be done-achievement gaps can in fact be closed. (Meyer, 2008, p. 58)
Education Week (as cited in Meyer, 2008) reported that the average attendance rate in the
Nativity schools was 97%. Graduates go on to prestigious colleges and universities.
Catholic schools have provided an education that has helped to close the
achievement gap for needy students, allowing them to succeed in American society; and
they have created opportunities for children of disadvantage (Hamilton, 2008). Catholic
high schools have achieved high levels of student learning, have distributed learning
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equitably across race and class, and have sustained high levels of teacher commitment
and student engagement (Bryk et al., 1993).
Schools in Crisis
These Catholic schools that have served the poor so well are in crisis. Forty-five
years ago, the enrollment in Catholic schools peaked at over five million students (Notre
Dame Task Force, 2006). Today the enrollment is half of that number. As many as
1,300 Catholic schools have closed since 1990, mostly in the inner cities (Hamilton,
2008). In the Archdiocese of Los Angeles, enrollment has declined 21% since 2001,
from a total enrollment of 66,731 in 2001 to 52,730 in 2009 (K. C. Baxter, personal
communication, Archdiocese of Los Angeles, July 25, 2010).
Several external factors have contributed to the crisis in the Catholic schools. The
Second Vatican Council (Vatican II) concluded in 1965. Vatican II had three major
impacts on Catholic schools:
1. New roles were created for the laity, which resulted in priests and nuns leaving
the religious life.
2. Parents were now given permission to choose public schools for their children.
3. Social justice became a key goal for the Church, with a renewed mission to help
the poor and minority children, whether Catholic or not. (Hamilton, 2008)
The creation of new roles for the laity resulted in a drastically reduced number of
men and women religious teaching in the schools. Today, the laity comprises the
majority of teaching positions. With this change came a vast increase in salaries and
benefits. The stipend for a religious sister, brother, or priest was a fraction of the cost of
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a salary for a layperson. To fund this increase in salaries, tuition had to be increased.
Because Catholic parents were given the option of public education for their children, and
due to the rising cost of tuition making Catholic education unaffordable to many,
enrollment declined (Hamilton, 2008; Notre Dame Task Force, 2006). Rising fees and
declining enrollment caused a vicious cycle with the need for higher tuition to pay the
same costs with fewer students (Notre Dame Task Force, 2006).
Changes in demographics also contributed to the crisis in Catholic education
(Notre Dame Task Force, 2006). As families became more affluent, they moved out of
the cities and into the suburbs. Fewer Catholic schools were located in the suburbs and
fewer families were left in the city to pay the cost of the school. Inner city schools,
which provided a safe, solid academic foundation for their students, were becoming a
financial burden on the parishes (Notre Dame Task Force, 2006).
In addition to the external factors that precipitated a crisis in Catholic education,
internal factors contributed to this crisis. Nuzzi et al. (2008) surveyed pastors with
Catholic schools as a follow-up to the Notre Dame Task Force Study (2006). Due to the
authority The Code of Canon Law gives to pastors, “it is clear that pastors are
indispensible to addressing and overcoming these challenges” (Nuzzi et al., 2008, p. 1).
The pastors in the survey listed the following as major issues facing their Catholic
schools, especially in the inner cities: declining enrollment, financial shortfalls,
maintaining affordability, Catholic identity, and capital improvements (Nuzzi et al.,
2008). These pastors felt that competent school leadership was one of the most important
needs facing Catholic schools. “Without a competent, faith-filled individual at the helm,
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the success of the parish school is in jeopardy” (Nuzzi et al., 2008, p. 42). However,
finding such individuals was not easy. One pastor in the study noted, “well trained and
well formed principals are very difficult to find” (Nuzzi et al., 2008, p. 43).
Because Catholic schools are in crisis and the task of leading them out of crisis is
daunting, and because finding well trained principals is not easy, a mentoring program
for Catholic school novice principals that will create well trained and competent leaders
for schools who can close achievement gaps and provide opportunities for the poor and
minority students is a matter of social justice.
The Need for a Mentoring Program
History of Mentoring
The concept of mentoring perhaps came about from the character, Mentor, who
was a major figure in Homer’s legend of the Trojan War. Ulysses went off to war and
left his wife and young son in the hands of Mentor, his friend. Mentor was responsible
for educating and shaping the character of his charge. In this light, what Mentor did for
the son was a gift relationship (Barondess, 1995) and laid the foundation for the type of
relationship that would exist between a mentor and the protégé.
The story of Mentor could explain why mentoring has been around since the
Middle Ages as a useful method of training professionals. Artisans of the Middle Ages
trained apprentices in their trade. The apprentice passed through stages, becoming a paid
journeyman while continuing to learn from the master. Eventually, he would become a
master artisan (Hall, 2008).
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Barondess (1995) explained the role of mentor in modern times as one who
supports and facilitates the realization of the protégé’s dream. A mentor is typically one
who is many years older and wiser; one who has great experience, a teacher or a sponsor.
In many professions, such as medicine, architecture, and engineering, a mentor becomes
critical for launching the career of the protégé (Darling-Hammond et al., 2010).
In education, mentoring does not have a long history. Colleges and universities
provide teachers with a student teaching experience before the teacher is considered
ready to become a paid professional. Colleges also offer an induction program for two
years before the teacher can earn a clear credential in California; however, principals are
not usually given the field-based learning and professional development which provide
ongoing professional support to develop skills and learn to be successful in the
demanding role (Darling-Hammond et al., 2010).
Definition of Mentoring
Kiltz et al. (2004) defined mentoring as an extended process of personal and
professional growth. Johnson (as cited in Kiltz et al., 2004) said, “mentoring means to
facilitate, guide, and encourage continuous innovation, learning and growth to prepare for
the future” (p. 13). Kiltz et al. (2004) cited Crow and Matthew:
A mentor is not only a teacher or coach who focuses primarily on the task
and the results. Mentors focus on individuals and their development.
They act as confidants willing to play the part of an adversary if needed, to
listen and to question so protégés can broaden their own view. (p. 27)
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Daresh (2004) described the role of a mentor as, “someone willing to assume the
challenge of assisting another in the formation of ideas and patterns of thinking” (p. 497).
He cited the following authors’ definitions: Bova and Phillips as “learning resulting from
or associated with experience” (p. 196); Sheehy as “one who takes an active interest in
the career development of another person…a non-parental role model who actively
provides guidance, support, and opportunities for the protégé” (p. 34). Shapiro, Haseltine,
and Rowe, as cited in Daresh (2004), have created a continuum of relationships starting at
one end with a peer relationship with someone at your level with whom you share ideas,
and ending with a mentor relationship. They define this relationship as, “an intensive,
paternalistic relationship in which an individual assumes the role of both teacher and
advocate” (p. 500). Garlock et al. (2009) define mentoring as “a reciprocal learning
relationship in which Mentors and Mentees agree to a partnership where they work
collaboratively toward the achievement of mutually defined goals that develop a
Mentee’s skills, abilities, knowledge and thinking as an instructional leader…” (p. 7).
For this paper, the mentor will be the person who assists the protégé in a mentoring
program to become an effective principal.
Beginning Teacher Support and Assessment Induction Program
In California, beginning teachers participate in a two-year induction program, the
Beginning Teacher Support and Assessment (BTSA) program. The purpose of the BTSA
program is to provide formative assessment, targeted individual support, and advanced
content to enable teachers to acquire the necessary knowledge and skills to become
highly qualified professionals, and results in the teacher earning a Clear California
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Credential (Orange County Department of Education, 2008). Each beginning teacher is
given a mentor. The mentor/teacher relationship is an important component of the BTSA
program for the entire two years of the program. The program guidelines list a weekly
reflection conversation between mentor and teacher. The mentor guides the teacher
through the components of the program, consisting of a series of processes with a
consistent focus on student learning. Care is taken to match the mentor and teacher in
regards to grade level or department and school site (Orange County Department of
Education, 2008).
The BTSA induction program can be offered by school districts, county offices of
education, and/or institutions of higher education. State funding is available to local
education agencies (LEAs) to fund this program. The Archdiocese of Los Angeles does
not offer a BTSA program for its beginning teachers. Catholic school teachers are able to
participate in the program where it is offered, but must pay the district, county office of
education, or university for the program.
Role of the Mentor
There is consensus among researchers and practitioners that mentoring programs
are necessary to ensure the success of novice principals as they enter into their
assignments (Alsbury & Hackmann, 2006; Browne-Ferrigno & Muth, 2006; Daresh,
2004; Hall, 2008). Mentors fulfill critical responsibilities such as describing policies,
procedures, and practices within a district. They must be willing to provide feedback on
the principal’s ability to master the skills needed to become effective. Mentors are
essential components to helping novice principals in their social and professional
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performance. Ideally, mentors need to be carefully matched with a novice principal
based on interpersonal styles, learning needs, and other variables that could affect the
working relationship. Mentoring programs provide principals with opportunities for selfreflection, socialization, and networking which are important components of success for
novice principals (Daresh, 2004).
Mentoring is also effective in building leadership capacity from within the ranks
of the teaching profession. There is so much more to building a great principal than
recruiting a teacher to a leadership role. “Changing one’s career orientation from
teaching to administration requires socialization into a new community of practice and
assumption of a new role identity” (Browne-Ferrigno & Muth, 2006, p. 275). When
teachers move into administration, they need to learn a new language—that of
administration. This can be accomplished through providing opportunities for authentic
administrative duties under the guidance of a practicing principal (Browne-Ferrigno &
Muth, 2006).
Daresh and Playko (1993) identified four factors that determine whether certain
behaviors that apply to teacher education are inappropriate for administrative mentoring:
1. The knowledge base for administrative behavior to guide development of a
protégé is not as strong as that for teacher mentoring.
2. Asking for guidance at the administrative level is more likely to be seen as a sign
of weakness or incompetence.
3. Since most administrators are not new to a school environment, the need to
introduce them to routines and procedures is not given high priority, even though
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the principal is now dealing with routines and procedures that are new to him or
her.
4. Administrators are often isolated from fellow administrators and cannot as easily
interact with peers as teachers can. (Daresh & Playko, 1993)
It has only been in the last 25 years that programs began to be established placing
a strong emphasis on mentoring. Darling-Hammond et al. (2010) were motivated, in
their study, to find highly effective principal development programs because they felt that
American schools were hindered in their ability to provide effective education for all
students due to a lack of support for developing leadership in the schools.
Benefits of Mentoring
Benefits to the Protégé
Three common benefits of mentoring to the protégés are self-reflection,
socialization, and networking of the protégés into the profession. According to Alsbury
and Hackman (2006), the development of reflective practice is a key component to
effective relationships between mentors and protégés. Hall (2008) found that
“developing the protégé’s strengths and abilities by deliberately compelling him or her to
engage in accurate and productive self-reflection” (p. 451) was one of the most important
components of a successful mentoring program. Brown (2005) stated, “The mentoring
process should be a journey of discovery, in which veteran principals lead new principals
to reflect before making decisions” (p. 23). Hall (2008) listed the following behaviors for
mentors to assist the protégé in the self-reflection process: “ask probing questions,
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provide honest feedback, listen, analyze decisions, propose alternative viewpoints,
encourage independence, foster lifelong learning, offer caring support” (p. 452).
A mentor helps the novice learn the role. O’Mahoney (2003) interviewed seven
first year principals in the state of Victoria, Australia. The new principals found mentors
to be critically important in socializing them into the role of principal. These principals
reported that their most important learning came, not from leadership development or
university courses, but from on-the-job training through the relationship built with their
mentor. Socialization in field-based situations allows novice principals, or potential
principals, to develop confidence by performing leadership activities and administrative
tasks. Clinical practice alone does not create successful principals, but with a mentoring
program, both novice and veteran principals gain valuable insights (Browne-Ferrigno &
Muth, 2004).
Further benefits that mentors provide to the protégés are the ability to see how
theory translates into the daily practice of the school and to learn from the mentors the
tricks of the trade. The protégés found the networking, introduced to them by their
mentors, very beneficial. The mentors helped them to become socialized into the
profession. The protégé’s self-esteem in the profession was increased through the
mentoring process. Mentoring helps the novice feel as though he or she belongs in this
new role (Alsbury & Hackmann, 2006; Daresh, 2004).
Benefits to the Mentor
Mentors have reported a great deal of job satisfaction in being a mentor. It
validates them as professionals and allows them to see their work passed on to another
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generation. They have reported receiving increased recognition from their peers. One of
the most satisfying aspects of mentoring cited was the opportunity to be a teacher again.
Mentors also felt that working with the protégé gave them energy, enthusiasm, and new
ideas and ways to do things. Because the protégés were typically enrolled in graduate
courses, they were able to share their knowledge with the mentors who appreciated the
fresh ideas. Mentors indicated they were provided career advancement opportunities
after participating as a mentor (Daresh, 2004; Daresh & Playko, 1993).
Pitfalls of Mentoring Programs
While a good mentoring program has strong structures in place to create success,
many variables can cause a program to be less successful. If the mentor and the protégé
are not well matched, the success of the program will be compromised. Roles of both the
mentor and protégé need to be clear. Time is often a concern of both mentor and protégé.
If the program does not specify meeting times, busy professionals often will not place the
necessary importance on the process. If the mentor allows the protégé to become too
dependent, calling on the mentor for every possible solution, the protégé does not learn to
be an independent thinker and the process has not been successful (Alsbury & Hackmann,
2006; Daresh, 2004; Hall, 2008). It is the role of the mentor to provide support, not to
run the protégé’s school. Another obstacle to a successful mentoring program can be
lack of funding for the program. If a state funds the program and must make budget cuts,
the mentoring program can be seen as only affecting a small number of educators, so is
often cut (Daresh, 2004).
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Overview of Alternative School Leadership Programs
A variety of pre-service and in-service programs have been developed in the last
decade. The types of alternative leadership programs range from Professional
Development Schools to programs run in partnership with major universities, from preservice programs to inservice programs. Several programs are strictly mentoring
programs.
Exemplary Pre-service and In-service Programs
Eight exemplary programs studied by Darling-Hammond et al. (2010) utilized
mentoring as a component of the program. While mentoring was a component of each
program, the purpose of the study was threefold: to understand a) the components of
programs that provide effective initial preparation and then ongoing professional
development for principals, b) the outcomes of these programs in terms of the qualities
the program helps to develop in the principals, and c) the role that state, district, and
institutional policies play in the programs, the costs involved, and who funds the
programs. This research came out of the concern for the shortage of qualified candidates
for principalships, especially in underserved communities. The research reiterates the
criticism of coursework in principal programs as providing the academic preparation
while the field experience and professional formation are missing. Peterson (2002) is
quoted as saying:
There is a growing consensus that ongoing leadership support and development,
like leadership preparation, should combine theory and practice, provide scaffold
learning experiences under the guidance of experienced mentors, offer
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opportunities to actively reflect on leadership experiences, and foster peer
networking. (Darling-Hammond et al., 2010, p. 11)
The exemplary programs studied consisted of four pre-service programs
sponsored by four universities. Of these four, Bank Street College is located in New
York City; Delta State University is in Mississippi; the University of Connecticut offers a
program; and the fourth program is at the University of San Diego in conjunction with
the San Diego City Schools. There were four in-service programs sponsored by the
following school districts: Hartford Connecticut School District, Jefferson County
(Kentucky) Public Schools, Region I in New York City, and the San Diego City Schools.
!

What do these programs do to prepare principal candidates who felt “significantly

better prepared for virtually every aspect of principal practice than did a random sample
of principals nationally (p < .001)…” (Darling-Hammond et al., 2010, p. 103)? Citing
sources from Darling-Hammond et al. (2010), (Sanders and Simpson; Baugh; Bridges
and Hallinger; Daresh; Hallinger and McCary; Knapp, Copland, and Talbert; Kolb and
Boyatzis; Barnett, Basom, Yerkes, and Norris; Browne-Ferrigno and Muth; Lave; and
Leithwood, Jantzi, Coffin, and Wilson) the components of the programs represented in
the research literature to prepare effective leaders were:
o Purposeful, targeted recruitment to seek out expert teachers with leadership
potential
o A coherent curriculum emphasizing instructional leadership, organizational
development, and change management, aligned with state and professional
standards
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o Active, problem-based learning that integrated theory and practice and stimulated
reflection
o Instructional strategies that included action research; field-based projects journal
writing; and portfolios of evidence about practice that required feedback and
assessment by peers, faculty, and the candidates themselves.
o Professional support in the form of a cohort structure and formalized mentoring
and advising by knowledgeable faculty and expert principals.
o Well-designed and supervised administrative internships that allowed candidates
to learn on-the-ground leadership skills under the guidance of expert principals.
o Strong relationships between local school systems and universities, with a clear
focus on a shared mission and a specific vision of instructional reform at the
center of the work. (Darling-Hammond et al., 2010, p. 50)
A number of common components were found in the exemplary pre-service
programs studied. Instructional leadership was emphasized utilizing a comprehensive
and coherent curriculum aligned to state and/or professional standards. Active, problembased learning that featured feedback was essential. Faculty members were experts in
their subject areas, and support was provided from expert principals.
The in-service programs provided the students with a strong approach to
developing practice while immersed in practice by providing pertinent learning
opportunities grounded in both theory and practice. Specific leadership strategies were
developed, including such practices as developing shared, schoolwide goals, observing
teachers and providing feedback to them, and planning professional development. The
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districts offering these in-service programs provided further support to the students in the
form of mentoring, participation in principal networks and study groups, collegial school
visits, and peer coaching.
One critical component of each of these programs was the cost. The least
expensive of these exemplary programs was over $13,000. This was for a program that
did not compensate candidates. The principal candidate juggled coursework and a parttime internship while teaching fulltime. The most expensive program cost nearly
$80,000. The candidates in this program served a one-year paid internship under the
guidance of an experienced principal. The internship was closely tied into the
coursework. “Of critical importance were financial support to allow full-time study and
champions willing to launch, prioritize, and sustain innovative approaches” (DarlingHammond et al., 2010, p. 50).
The study clearly showed that principals participating in these exemplary
programs felt prepared to lead schools and were seen as being effective. While these
exemplary programs studied by Darling-Hammond et al. (2010) produced successful
principal candidates, they had limitations. They were located only in specific cities
across the country and they were expensive; therefore, current principals in the
Archdiocese of Los Angeles could not have benefited directly from such programs.
However, aspects of the programs, as listed above, could be incorporated into a
mentoring program for Archdiocesan principals.
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Principals Advisory Leadership Services
In 2002, The National Association of Elementary School Principals (NAESP)
(2005) identified six key standards that principals should know and be able to do.
NAESP partnered with Nova Southeastern University to develop a program that trained
retired and experienced principals as mentors for new principals. This program is the
Principals Advisory Leadership Services (PALS) (Brown, 2005; Hall, 2008). Current
principals are trained in a National Principals Mentoring Certification Program that
consists of a three-day institute and a nine-month internship, to “guide, nurture, and
support” (Hall, 2008, p. 450) their protégé. Mentorship occurs through a formal process
with defined goals and a formal scope and sequence (Hall, 2008).
Iowa Administrator Mentoring and Induction Program
The Iowa Administrator Mentoring and Induction (IAMI) program was a twoyear pilot program funded through a grant from the Iowa Department of Education. The
goals of the program were to recruit, select, and pair mentors with novice administrators,
both principals and superintendents, to provide comprehensive training of mentors,
develop training materials, and provide ongoing assessment of the program (Alsbury &
Hackmann, 2006).
A list of quality indicators was developed and used as criteria for selecting
mentors for the program. Mentor candidates completed an application and went through
an interview process. Prerequisites for applying were: four years of exemplary
administrative experience, a positive influence on student achievement, use of data to
make decisions, commitment to the success of students, and willingness to commit
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personal time and energy to the protégé. Training for mentors and protégés occurred five
times over the year and was based on National Staff Development Council standards and
the Iowa Standards for School Leaders (Alsbury & Hackmann, 2006).
The results of this study confirmed previous research in finding that the most
important component of a mentoring program was the formation of a supportive
relationship between mentor and protégé, one in which the protégé is socialized into the
profession and provided reflective conversations and role clarification. Another finding
was the critical importance of time in the lives of busy principals. It is crucial to focus on
high-quality professional growth activities and avoid activities that are merely busywork
(Alsbury & Hackmann, 2006).
Principals’ Academy
The Principals’ Academy through the Washoe County School District in Reno,
Nevada, is a collaboration of the University of Nevada, the University of Phoenix, the
University of Pittsburgh, and WestEd, a San Francisco-based education research thinktank. The Academy has developed a 10-tier model that “empowers and professionalizes
the principalship, from pre-novice to established expertise” (Harris, 2006, p. 10). The
Academy covers everything from recruitment of potential candidates to a doctorate
degree earned through the University of Nevada. In this program, mentoring consists of
experienced and retired principals mentoring novice principals in a variety of ways. The
common element is that all mentors meet monthly to share ideas and look at ways to
become more effective (Harris, 2006).
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National College for School Leadership
England’s National College for School Leadership (NCSL) “has been hailed as an
outstanding example of innovation in the preparation of educational leaders” (Bush, 2006,
p. 508). The NCSL is the national school of leadership in England. It provides five
levels of leadership development based on the position one holds in education. Its
principal mentoring consists of making use of current principals to lead its programs and
provide leadership that is highly valued by those in the programs (Bush, 2006).
Supporting Effective School Leadership: Mentoring for Newly Appointed
School Leaders in Ontario
In Ontario, Canada, the Ontario Principals’ Council, the Catholic Principals
Council of Ontario, and the Association des directions et directions adjointes des ecoles
franco-ontariennes joined together to create a handbook for the implementation of
mentoring to support principals and vice-principals in the first two years in the job. The
program also provides support and resources for experienced principals to become
effective mentors (Garlock et al., 2009). The purposes of the mentoring program are to
transition the novice principals and vice-principals into the role, to provide enhancement
of their leadership competencies, and to build relationships and learn priorities.
The mentoring program was built around the Ontario Leadership Framework.
There is also a Catholic Leadership Framework for Catholic educators. This handbook
provides the rationale for mentoring, sets goals, and gives standards for developing the
program, including identifying mentees and mentors, assessing needs, training mentors,
and evaluating the process. Resources are provided to assess participants, build
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relationships, carry out activities, and provide feedback based on the framework, whether
public or Catholic (Garlock et al., 2009). This handbook spells out the entire process to
create, conduct, and evaluate a mentoring program.
Conclusion
This literature review discussed the results of research on effective leadership
strategies. It presented the four strategies in The Framework for Effective Leadership,
and a correlation to professional standards for educational leaders was presented that
shows the principal’s influence covering every aspect of the school setting. An effective
leader influences the instructional process through the teachers hired, the development of
the teachers’ learning, and the movement of the entire school towards the vision. The
principal influences the organizational direction of the school in creating a safe and
orderly environment, in which the school is efficiently and effectively managed. The
principal influences shared decision-making in how he or she distributes leadership and
decision-making, which ties into developing people.
This study was conducted among Catholic elementary principals, and therefore
the literature review presented a context of Catholic education and the climate of Catholic
education in the Archdiocese of Los Angeles. Due to the state of crisis in Catholic
education today, the literature review showed the connection between effective
leadership and the need to provide current principals with the necessary tools to become
effective leaders.
Because a strong principal has such influence over every aspect of the school, it is
crucial that novice principals are given guidance to help them learn the role. One way
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this can be accomplished is through a mentoring program. The research lists many
benefits of a mentoring program to novice principals and to the mentors. A mentor is
important as a model, to listen, and to help the protégé become strong a leader. The
ultimate result of novice principals becoming strong leaders is improved student
achievement.
A successful mentoring program creates good matches between the mentor and
the protégé, sets up required meetings for both mentor and protégé, and ensures that both
parties are willing to invest time in the relationship (Alsbury & Hackmann, 2006; Daresh,
2004; Hall, 2008). Time for the mentor and the protégé to meet together is very
important to the novice principals (Alsbury & Hackmann, 2006; Hall, 2008; Harris, 2006;
Murphy, 2006). “A 2003 Public Agenda Report showed that 52 percent of principals felt
that the mentoring and guidance they received from colleagues was their most valuable
preparation” (Brown, 2005, p. 24). Crowe and Matthews (as cited in Alsbury &
Hackmann, 2006) showed that principals found mentors as their greatest help in
becoming successful leaders over the educational leadership coursework they took.
Mentoring programs are being developed to supplement the coursework in
graduate programs. While there are critics of the preparation being done in schools of
education, most of the mentoring programs are in conjunction with an institute of higher
learning and/or public school districts. In some cases, the mentoring program places the
protégé into a college program. The foundation of knowledge that principals need to
have before entering the mentoring program is provided by school of education programs.
Darling-Hammond et al. (2010) found graduates from the exemplary programs they
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studied felt they were significantly better prepared for every aspect of the principalship
than randomly sampled principals in the study who did not attend one of the eight
programs that were studied. The different school leadership programs presented in this
literature review can serve as references for the Archdiocese of Los Angeles in
development of a mentoring program to assist its principals in becoming more effective
school leaders.
Chapter Three describes the methodology of the study. An introduction connects
the purpose of the study with the methodology; an explanation is given for how the
questions were answered through the use of a survey and focus groups to carry out this
research. The process of field-testing the instrument for validity is explained. The
methodology and design of this mixed methods research study is presented, including the
population, instrumentation, and data analysis methods being used in the study.
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CHAPTER THREE
Introduction
As discussed in Chapter One, the job of being a principal is becoming more
demanding while the success of the principal continues to be critical to the effectiveness
of the school and the success of students. Researchers on effective schools have
emphasized the importance of the principal as leader of the school and steward of student
achievement, second only to the influence of classroom instruction (Bryk et al., 1993;
Davis et al., 2005). The need for effective leadership by the principal is important in
Catholic schools due to the added responsibilities of finance, facilities management,
development and fundraising, and public and alumni relations (Bryk et al., 1993).
The research has stated to be effective, principals need to demonstrate the
effective leadership strategies of instructional leadership, shared decision-making,
organization of the learning environment, and developing people. Through their work in
these areas, effective leaders influence student learning, teacher practices, and student
success (Day, Leithwood, et al., 2008; Day, Sammons, et al., 2008; Leithwood, 2005;
Leithwood, et al., 2008; Leithwood & Riehl, 2003).
This mixed methods research study was designed to gather data on perceptions of
effective leadership strategies from novice principals in the Archdiocese of Los Angeles.
The first phase of the research gathered quantitative information through the use of a
cross-sectional survey; the second phase consisted of qualitative interviews using focus
groups. The researcher designed both the survey and interview questions to identify to
what extent the novice principals in the Archdiocese of Los Angeles knew, did, and
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wanted to learn elements of effective leadership strategies, to ultimately determine how a
mentoring program could help novice principals acquire needed skills.
Research Questions
The research questions guiding this research were:
1. What did novice elementary principals know about the strategies identified in The
Framework for Effective Leadership?
2. To what extent did the novice elementary principals implement the strategies
identified in The Framework for Effective Leadership?
3. What were the novice elementary principals’ perceptions of the need for
mentoring in the strategies identified in The Framework for Effective Leadership?
Methodology
Participants
Participants in this study were second and third year elementary principals in the
Archdiocese of Los Angeles in the fall of 2010. The Archdiocese covers 8,762 square
miles including all or parts of three counties: Ventura, Santa Barbara, and Los Angeles,
and consists of 218 elementary schools and 208 kindergartens located in five regions:
Santa Barbara, San Fernando, San Gabriel, Our Lady of the Angels, and San Pedro
(Archdiocese of Los Angeles, 2009). Principals invited to participate were from urban
and suburban schools and from all socioeconomic levels. Most Archdiocesan elementary
schools are configured from kindergarten through eighth grade. School size varies from
under 100 students to over 600 students according to Deanery Enrollment data
(Archdiocese of Los Angeles, 2009). There were 22 second-year principals and 18 third-
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year principals (L.A. Insprucker, personal communication, August, 2010). One secondyear principal left during the year and another was in her second year at the school, but
had previously served as a principal for five years. These two principals were removed
from the study.
The researcher chose to survey second and third year principals rather than first
year principals because everything is new to first year principals and they are learning the
job. The researcher believed second year principals would have a better understanding of
what the job entailed, be better able to reflect on their first year as principal, and be better
able to determine which effective leadership strategies they already knew, which they
used, and with which they could use help understanding and implementing. The
researcher included third year principals because she believed it was possible that second
year principals would feel so much more comfortable in their second year as principal
than in the first year, they would feel they knew it all, or they still just may not know
what they do not know. It was the researcher’s belief the third year principals would
have a good understanding of what they knew, what they did, and what they still needed
to learn.
The Survey
The researcher developed the survey instrument through the study of the research
on effective leadership strategies and assessment instruments designed to measure leaders’
use of these strategies. The Vanderbilt Assessment of Leadership in Education (VALED) (Goldring, Porter, Murphy, Elliott, & Cravens, 2009), National Association of
Elementary School Principals (NAESP), Training and Educational Leader Self
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Assessment (TELSA) from Westinghouse (U.S. Department of Energy, 1998), the work
of Waters et al. (2003) on principal leadership responsibilities, and the DarlingHammond et al. (2010) Principal Program Graduates’ Sense of Preparedness were
studied to develop the 48 statements that comprised the survey. Each statement reflected
one of the effective leadership strategies: instructional leadership, shared decisionmaking, organization of the learning environment, and developing people.
The survey instrument consisted of three components: the first component asked
participants to supply biographical and demographic information in questions one
through twelve. The second component consisted of 48 statements. The participant was
asked to select a number from one to five on a Likert Scale to indicate, with one being the
least and five being the greatest, the degree to which he or she knew the statement was an
element of effective leadership, then repeat the process indicating the extent to which he
or she practiced the element of effective leadership, and for a third time, indicate the
extent to which he or she would like to know more about this element of effective
leadership. In addition to the statements, the survey asked participants to describe how
they accomplished the strategy for questions 14 and 17, and one open-ended question,
number 63, asked the participants to list three to four aspects of their job in which they
felt that the support or guidance from an experienced principal would have made their job
easier. This question was designed to gather data on the principals’ perceived need for
mentoring.
As shown in Table 1, there were 18 statements that dealt with instructional
leadership, 8 with shared decision-making, 9 with organization of the learning
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environment, and 13 with developing people. The number of instructional leadership
statements was disproportionately large because many of the statements were given
twice: once for faculty and once for staff (see Appendix A, Identification of Survey
Questions by Category).
Table 1
Identification of Statements by Strategy in The Effective Leadership Framework
_______________________________________________________________________
Effective Leadership Category
Survey Statements
_______________________________________________________________________
Instructional Leadership
13, 19, 21, 32, 34, 36, 37, 42, 43, 45,
52, 53, 54, 56, 58, 59, 61, 62
Shared Decision-making

20, 22, 23, 25, 35, 48, 51, 57

Organization of the Learning

15, 24, 26, 33, 38, 39, 47, 50, 55

Developing People

16, 18, 27, 28, 29, 30, 31, 40, 41, 44,

46, 49, 60
_______________________________________________________________________
Sample statements from each of the four categories of effective leadership follow:
Instructional Leadership
32. I make formal teacher observations a priority.
36. I support teachers in ensuring academic achievement of the students.
Shared Decision-making
20. I distribute leadership among the teachers.
23. I create a school culture that is mutually supportive and collaborative.
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Organization of the Learning Environment
15. I ensure teachers have the necessary materials and equipment to affect student
achievement.
24. I create a safe and orderly environment for students.
Developing People
16. I provide quality professional growth opportunities for the teachers.
29. I build relationships with teachers that are collaborative and respectful.
Because the participants were asked to indicate an answer to each statement in
three different ways, the 48 statements answered research questions one and two, which
asked what novice elementary principals knew about effective leadership strategies and
to what extent they implemented the effective strategies. Questions 14 and 17, which
asked the principals to explain how they carried out the strategy, further answered
question number two. The same 48 statements also answered research question number
three, asking the novice principals their perception of the need for mentoring in
developing effective leadership strategies. Further, the open-ended question number 63
answered research question number three by providing information novice principals felt
were aspects of their job in which they could benefit by support or guidance from an
experienced principal.
Validity
Content validity was achieved by linking survey statements to the literature
review (Condon & Clifford, 2009; Darling-Hammond et al., 2010; Goldring et al., 2009).
In this study, the survey statements were based on The Framework for Effective
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Leadership strategies examined in the literature review, statements found in surveys used
by Darling-Hammond et al. (2010), and the McREL leadership responsibilities (Waters et
al., 2003). Darling-Hammond et al. (2010) based their survey on the work of Leithwood
et al. (2004).
Content validity was further established by field-testing the survey with a group
of three first year public school principals. The field test yielded suggestions on clarity
and length of time to take the survey. Further, an expert panel of experienced Catholic
school principals, one male and three female, with 54 years of combined experience as
principals, reviewed the survey. These experts provided input on the clarity of the
statements, the length of the survey, and the appropriateness of the open-ended questions.
The results of the field-testing were used to revise statements and format of the survey to
create a better survey instrument.
Advantages of Survey Research
Survey research is utilized to gather quantitative, descriptive data about a
population. Information gathered describes participants’ knowledge or attitudes
(Creswell, 2009; Krathwohl & Smith, 2005; Schonlau, Fricker, & Elliott, 2002). These
data are collected by asking participants a set of questions designed to elicit answers to
the research questions of the study (Gay, Mills, & Airasian, 2009). The researcher chose
to use survey research as her method of gathering data for several reasons: the use of
electronic surveys has become quite common; principals are busy and the easier the
researcher can make the process for them, the more likely they are to complete it. The
online survey software compiles the information gathered and exports it to the Statistical
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Package in the Social Sciences (SPSS) computer program. This has two advantages: it
assures total anonymity for the participants, and it is the most efficient for the researcher
to gather and prepare the data for analysis.
The use of an electronic survey has several advantages. Implementing an
electronic survey is cost-effective, merely involving the cost of the service. The ease of
reaching all principals included in the survey makes the use of an electronic survey
advantageous. The use of the electronic survey makes sending an introductory letter and
follow-up request for the survey easy, and there is no cost involved in sending numerous
reminders to the participants. Responses can be received almost immediately (Barribeau
et al., 2005; Creswell, 2009; Garson, 2009; Gay et al., 2009; Krathwohl & Smith, 2005;
Schonlau et al., 2002; Trochim, 2006). The use of an online survey avoids the risk of
transcription errors because the information can be downloaded directly into a software
analysis program (Schonlau et al., 2002). The researcher’s school owns a subscription to
Zoomerang, which was utilized for the Leadership Survey.
Garson (2009) listed several means of increasing the response rate to the survey,
including a clear, short explanation that justifies the survey, a notification that the survey
is coming, an assurance of confidentiality and anonymity, and high-interest, nonthreatening questions that start the survey.
Data Collection
The researcher requested and received the permission of the Elementary
Superintendent of the Archdiocese (see Appendix B) to contact second and third year
principals to invite their participation in the survey and the focus groups. A second letter
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was sent to the Superintendent (see Appendix C) upon approval from the Institutional
Review Board of Loyola Marymount University to ask him to notify the principals to
expect the survey. The Superintendent, at the principals’ meeting in October 2010,
mentioned that the research study would be sent out to second and third year principals.
The first contact with the participants was an email from the Director of Personnel of the
Archdiocese of Los Angeles. She forwarded an email from the researcher, which
included an introductory letter from the researcher explaining the purpose of the survey
and requesting their participation (see Appendix D). This letter stated that the results of
the survey would be entered into the Zoomerang Program, and that no one at the
Archdiocese or the researcher would have access to individual data, thus assuring
anonymity to the participants.
The survey was launched on October 25, 2010, to all the novice elementary
principals in their second and third years as principal in the Archdiocese. The survey (see
Appendix E) was sent to the principals via email with a link to the Zoomerang survey. A
letter of introduction was included with the electronic survey (see Appendix D). This
letter (a) explained the purpose of the research; (b) assured the participants of
confidentiality and anonymity; (c) informed participants the survey was being conducted
with permission of the Archdiocese of Los Angeles and the Institutional Board of Loyola
Marymount University; and (d) explained that results would be shared with the
Archdiocese and would be available upon request.
The researcher monitored the number of participants who filled out the survey on
a daily basis. She sent numerous emails to the participants encouraging them to complete
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the survey. The survey was closed on November 11, 2011, after 31 of the 38 novice
principals had filled it out.
Data Analysis
When the surveys were completed, the data were placed into SPSS and analyzed.
The researcher utilized the sequential explanatory strategy of data analysis (Creswell,
2009). Quantitative data was gathered first, and informed the qualitative data collection.
Descriptive statistics using measures of central tendency for each category of effective
leadership strategy were used to present the data. Qualitative data was gathered through
the recording and transcription of the focus groups. Coding was used to categorize
information.
Focus Groups
To complete the gathering of qualitative data, the researcher conducted focus
group sessions. To randomly select participants for the focus groups, the researcher
created a list of novice principals in the Archdiocese by region. Each of the five regions
was copied onto a different color of paper. Each color was separated into second and
third year principals and cut into strips with one principal’s name on each strip. The
researcher randomly selected names from each region and recorded the names in the
order selected. A master list was created of all second year principals and all third year
principals, by region, in the order in which their name was selected.
A date was set for the focus group sessions to occur. The location was
determined by using a map of the Archdiocesan schools. A dot was placed on the map
for each school’s location. The researcher determined a location central to all
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participants. The researcher contacted the principal of that school, which happened to be
one chosen from that region, to request permission to meet at her school.
Of the second year principals invited, two were from the San Pedro Region, two
from the Santa Barbara Region, two from the San Fernando Region, and two from the
San Gabriel Region. There were no second year principals in the Our Lady of the Angels
Region. Of the third year principals invited, two were from each region except the Santa
Barbara Region, which only had one third-year principal.
An email was sent to those principals selected to participate in the focus group.
The email reminded the principals of the research being conducted and of the original
letter that had explained the survey and stated that some participants would be randomly
selected to participate in a focus group. The email further stated there were three
attachments: a letter explaining the focus group (see Appendix F), an Informed Consent
Form (see Appendix G), and the Human Subjects Bill of Rights (see Appendix H). The
invitation stated that the purpose of the focus group would be to clarify and to delve
deeper into the data gathered from the survey. It spelled out the steps the researcher
would take to ensure the confidentiality of each subject. The letter invited the principals
to participate in a focus group on Friday, December 3, 2010.
Seventeen principals were invited to participate. Six principals responded to the
email; four were unable to attend and two were able to participate. The researcher
followed up with phone calls to the other eleven principals. Three more principals agreed
to participate. The researcher did not hear back from two principals, and was told that
another of the second year principals was no longer employed at the school.
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The original format for the focus groups was to meet with the second year
principals from 11:00 AM-12:00 PM and the third year principals from 12:30-1:30 PM.
The researcher supplied lunch for the principals. Due to only five principals agreeing to
participate, the researcher made the decision to have all five meet together in one group at
11:00 AM. Participants in this focus group were two second year principals, and three
third year principals.
The researcher first collected the Informed Consent Forms from all participants.
She then explained that all information would be confidential and requested the
participants to fill out a demographic questionnaire. The researcher felt it might be
necessary to use the demographic information to help the frame the results. The focus
group was recorded.
Due to the low participation level at the focus group, the researcher arranged with
the Superintendent to conduct another set of focus groups at the January Principal
Meeting. This was a meeting in which all elementary principals were to attend. After
receiving permission from the Superintendent, the researcher contacted the school
principal at the school where the meeting was to be held to seek her permission and to
work out logistics of arriving early and staying later than the meeting. The researcher
also contacted the principal whose committee was responsible for the meeting agenda to
work within the timeframe of the meeting.
On January 10, 2011, an email (see Appendix I) was sent to the randomly selected
principals who had not attended the December focus group to request their participation
in the second set of focus groups. The second year principals were to meet at 8:00 AM
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on Thursday, January 20, 2011 for forty-five minutes and the third year principals were to
meet after the meeting for forty-five minutes. The Consent Form (Appendix G), the
Human Subjects Bill of Rights (Appendix H), and the Focus Group on Leadership
Strategies Questionnaire (Appendix J) were attached with the explanation and request to
participate. As of January 13, the researcher had received no responses. A reminder was
sent requesting a reply from each principal. Two principals responded: one a yes and one
a no.
On January 15, the researcher sent the request out to the remaining principals.
This request was followed with an email to the superintendent asking him to send a
reminder to the group on January 18. The researcher also sent an email to the Deanery 20
chair who had previously offered to encourage those novice principals in her deanery to
attend, and to the chairperson of the Elementary School Advisory Committee, requesting
her to send it out to all deanery chairs to encourage participation. Both of the chairs did
send out an email urging participation in the focus groups.
The researcher sent numerous reminders to principals and received very little
response. She then called every second and third year principal, some repeatedly, until
receiving a commitment from enough principals from each year to bring the total,
including the December 3, 2010, principals to ten from each year.
Principals agreeing to participate were sent the a letter explaining the focus group,
an Informed Consent Form, the Human Subjects Bill of Rights, and the questionnaire.
The questionnaire was sent before the focus group due to time restrictions. Had the focus
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group not covered the topics within the allotted time, the researcher would at least have
the responses from the filled out questionnaires.
At 8:00 AM on January 20, 2011, the researcher met with five second-year
principals. The researcher first collected the Informed Consent Forms from all
participants. She then explained that all information would be confidential and requested
the participants fill out a demographic questionnaire. The focus group was recorded and
the researcher took notes. The researcher met with the third-year principals after the
meeting for 45 minutes. The same procedure was repeated for this group. The questions
asked at all of the focus group sessions can be found in Appendix I. The information
gathered was transcribed. All information gathered from the focus groups was stored in a
locked safe in the researcher’s home.
Conclusion
The data collected is presented and analyzed in detail in Chapter Four to answer
the research questions. The data were organized by research question: what did novice
elementary principals know, what did they do, and what did they want to learn related to
the categories of instructional leadership, shared decision-making, organization of the
learning environment, and developing people. An explanation of why there was a
discrepancy between what the principals said they knew and what they said they did is
presented. Qualitative data present a picture of the struggles the principals face in the
day-to-day reality of the job and their desire for a mentoring program. This is presented
in Chapter Four.
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CHAPTER FOUR
Introduction
Chapter Four presents the data collected in this mixed methods study. Data were
organized to answer each research question through the categories of The Effective
Leadership Framework: instructional leadership, shared decision-making, organization of
the learning environment, and developing people. Results from the survey, the openended questions, and the focus groups were triangulated to provide a picture of what
novice elementary principals knew, did, and wanted to learn. Because the two openended questions on the survey specifically asked principals how they created high
expectations for all students and how they provided quality professional growth for
teachers, there was a wealth of qualitative data to answer the second research question
regarding the extent to which principals implemented the strategies. Based on the
qualitative results from the focus groups, a discussion is included related to why the
principals rated themselves higher on knowing the strategies than on doing them. Lastly,
the principals’ desire for a mentoring program and aspects they wished to see included in
a mentoring program are presented.
Research Questions
This mixed methods research study was designed to answer the following
research questions:
1. What did novice elementary principals know about the strategies identified in The
Framework for Effective Leadership?
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2. To what extent did the novice elementary principals implement the strategies
identified in The Framework for Effective Leadership?
3. What were the novice elementary principals’ perceptions of the need for
mentoring in the strategies identified in The Framework for Effective Leadership?
Data Collection
The mixed methods design of this study collected both quantitative and
qualitative data. Quantitative data was gathered from a survey designed to answer the
three research questions. Qualitative data was gathered through three open-ended
questions on the survey and through three focus groups. The two purposes of the openended questions were to get the principals to pause and think about how they
accomplished a strategy before they rated the statement and for the researcher to gather
further information about the need for a mentoring program. Two of the open-ended
questions were placed near the beginning of the survey for this purpose. The last
question was placed at the end to allow for reflection after rating each statement. The
goals of the focus groups were to gather more individual data from the participants of the
survey, clarify the survey findings, provide a richer context, and validate the findings of
the study. The researcher found the focus groups met all of these goals. The focus
groups provided rich, valuable data, which could not have been gathered from a
quantitative survey alone.
Sixteen principals participated in one of the three focus groups (See Table 6).
Seven participants were second year principals and nine participants were third year
principals. Thirteen of the participants were women and three of the participants were
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men. Three principals were from schools ranked by the Archdiocese as financial levels
of 1-3, the highest financial levels; three principals were from schools ranked by the
Archdiocese as levels 4-6; and ten principals were from schools ranked by the
Archdiocese as levels 7-10, the lowest financial levels. Seven of the principals were from
schools having between 50-200 students and nine were from schools of 201-400 students.
Survey
The survey instrument was designed to gather information to answer the research
questions. The quantitative component consisted of 48 statements, which represented the
four effective leadership strategies of instructional leadership, shared decision-making,
organization of the learning environment, and developing people. The statements were
randomly placed in the survey. Appendix A identifies the survey questions by category.
Principals were asked to rate each statement three times, using a Likert Scale, with 1
being the least to 5 being the greatest: once to indicate the extent to which principals
knew the statement was a leadership strategy, once to indicate the degree to which they
practiced the leadership strategy, and lastly to indicate the degree to which they wanted to
learn more about the strategy. The qualitative component of the survey instrument
contained three open-ended questions, two of which were designed to provide
information on how the principals utilized a particular strategy; the third asked principals
to list three to four aspects of the job in which they felt support or guidance from an
experienced principal might have made their job easier.
Reliability. Using the Statistical Package for the Social Sciences (SPSS)
software program, data collected were analyzed to determine reliability. Statistical
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reliability was calculated three times: knew, did, and wanted to learn for each of the four
leadership strategies: instructional leadership, shared decision-making, organization of
the learning environment, and developing people. The reliability results, shown in Table
2, indicated a high degree of internal reliability in the survey, with a Cronbach Alpha of
0.75 or higher in every category except Organization of the Learning Environment: Did.
Therefore, the survey instrument was reliable as it measured what it was designed to
measure based on the Cronbach’s Alpha for each category of each strategy.
Table 2
Reliability Statistics
_______________________________________________________________________
Strategy
N
Cronbach’s Alpha
_______________________________________________________________________
Instructional Leadership
Know
Do
Learn

18
18
18

.942
.934
.979

Shared Decision-making
Know
Do
Learn

8
7*
8

.817
.765
.947

Organization of the Learning
Environment
Know
Do
Learn

9
9
9

.856
.743
.928

Developing People
Know
13
.884
Do
13
.827
Learn
13
.955
_______________________________________________________________________
*25.80% of respondents did not have a school board. Question 35, asking about the
school board, was not used in the analysis of Shared Decision-making: Do
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Table 3
Summary of Demographics
______________________________________________________________________________
Demographic Categories
Distribution
N
Percent
______________________________________________________________________________
Gender
Female
27
87
Male
4
13
Total
31
100
Race/Ethnicity

Caucasion
Hispanic/Latino
Asian/Pacific Islander
Multi-Racial
Other
Total

17
10
2
1
1
31

54.83
32.25
6.46
3.23
3.23
100.00

Age

25-35
36-45
46-55
56-65
Total

9
8
11
3
31

29.03
25.81
35.48
9.68
100.00

Year as Principal

Second Year
Third Year
Total

14
17
31

45.16
54.84
100.00

Highest Level of Education

Bachelor’s Degree
Master’s Degree
Doctoral Degree
Other
Total

7
21
1
2
31

22.58
67.74
3.23
6.45
100.00

School Enrollment

50-200
201-400
401-600
Total

12
18
1
31

38.71
58.06
3.23
100.00

School Configuration

K-8
Preschool-8
Total

23
8
31

74.19
25.81
100.00

Financial Level

1-3
4-6
7-10
Total

8
10
13
31

25.81
32.26
41.94
100.00
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Demographics. The survey was sent to 22 third year principals and 18 second
year principals in October 2010. It was later learned that one of the second year
principals was no longer in the position and one was in her second year at her current
school, but was actually in her fifth year as principal. These facts changed the number of
principals surveyed to 38. Table 3 shows the demographic break down of the
respondents. Thirty-one responses to the survey were received, 81.58%. Of the
respondents, 13% were male and 87% were female. The ethnic origins of those
responding were: 55% Caucasian, 32% Latino/Latina, 6% Asian/Pacific Islander, 3%
Multi-Racial, and 3% South Asian. Twenty-nine percent of the respondents were
between the ages of 25-35, 26% between the ages of 36-45, 35% between the ages of 4655, and 10% between the ages of 56-65. Forty-five percent of the respondents were
second year principals and 55% were third year principals.
What Did Novice Elementary Principals Know?
To answer research question number one: what did novice elementary principals
know about the strategies identified in The Framework for Effective Leadership, the
means for each statement were calculated by the SPSS program. Table 4 lists the mean
for each statement, broken down by leadership strategy: knew, did, and learn. This table
provides the quantitative answers to the three research questions and is referred to
throughout Chapter Four. As shown by the means in the Knew category, strong evidence
is presented showing that novice elementary principals knew the effective leadership
strategies. Of the 48 statements, only three had a mean below 4.50 on a scale of 1 to 5.
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Instructional Leadership
In the Instructional Leadership Strategy, statement number 19, “I assist teachers
in interpreting, monitoring, and evaluating student work,” had a mean of 4.39; all other
means are higher, as shown in Table 4. Statement number 36, “I provide needed support
to the teachers for the academic achievement of the student,” had the highest mean of
4.84. Table 5 lists the group means by category. The Know category of instructional
leadership had a mean of 4.6686, indicating principals had a strong degree of knowledge
about instructional leadership.
Shared Decision-Making
In the Shared Decision-making Strategy, statement number 22, “I invite parents to
assist in the development of short-term goals,” had a mean of 4.23. All other means in
the Know category of shared decision-making were 4.50 or higher, as shown in Table 4.
The categorical group mean shown in Table 5 is 4.5985, indicating principals had a
strong degree of knowledge about shared decision-making.
Organization of the Learning Environment
All statements in the Know category of organization of the learning environment
had a mean over 4.50, as shown in Table 4. The categorical group mean, as shown in
Table 5, is 4.6882, indicating a strong degree of knowledge among the principals of
organization of the learning environment.
Development of People
Statement number 41, “I provide intellectual stimulation for the teachers,” had a
mean of 4.48. All other statements in the Know category of Development of People were
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over 4.60, as shown in Table 4. Table 5 shows the categorical group mean as 4.7492, the
highest categorical mean, which indicated a very strong degree of knowledge among the
principals of development of people.
Summary
Individual means of 4.23 or higher for each statement in the Know categories and
group categorical means of 4.5985 or higher for each Know strategy indicated principals
knew the strategies in The Framework for Effective Leadership.
Table 4
Mean of Components of Strategies: Know, Do, Learn
________________________________________________________________________
Statement
Means
Know
Do
Learn
________________________________________________________________________
Instructional Leadership
13
4.81
4.58
4.45
19
4.39
3.81
4.20
21
4.65
3.97
4.43
32
4.55
3.58
4.03
34
4.74
3.81
4.21
36
4.84
4.58
4.39
37
4.61
3.94
4.14
42
4.52
4.10
4.10
43
4.77
4.06
4.31
45
4.68
3.84
4.20
52
4.81
4.48
3.59
53
4.48
3.74
4.24
54
4.74
4.06
4.13
56
4.74
4.13
4.21
58
4.61
3.90
4.33
59
4.55
3.71
4.27
61
4.74
4.19
4.10
62
4.61
3.97
4.24
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Table 4 (Continued)
________________________________________________________________________
Know
Do
Learn
________________________________________________________________________
Shared Decision-making
20
4.58
4.23
4.20
22
4.23
3.52
3.87
23
4.71
4.42
4.28
25
4.58
4.23
4.21
35
4.50
3.57
3.84
48
4.71
4.30
3.86
51
4.68
4.20
3.79
57
4.80
4.23
3.96
Organization of the Learning Environment
15
4.55
4.10
4.15
24
4.84
4.74
4.22
26
4.58
4.07
3.93
33
4.71
4.20
3.96
38
4.71
4.39
3.96
39
4.81
4.58
3.89
47
4.68
4.42
3.82
50
4.65
4.29
3.86
55
4.77
4.53
3.48
Development of People
16
4.65
4.35
4.17
18
4.65
4.48
4.07
27
4.80
4.53
3.90
28
4.81
4.39
4.00
29
4.84
4.61
4.11
30
4.81
4.42
3.97
31
4.81
4.48
4.07
40
4.90
4.71
4.00
41
4.48
3.87
4.30
44
4.71
4.19
3.93
46
4.74
4.06
3.83
49
4.71
4.19
3.96
60
4.84
4.58
4.03
________________________________________________________________________
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Table 5
Mean by Categories: Know, Do, Learn
________________________________________________________________________
Strategy
N
Mean
________________________________________________________________________
Instructional Leadership
Know
31
4.6686
Do
31
4.0251
Learn
30
4.1918
Shared Decision-making
Know
Do
Learn

31
31
30

4.5985
4.0891
4.0175

Organization of the Learning
Environment
Know
Do
Learn

31
31
31

4.6882
4.3705
3.9449

Developing People
Know
31
4.7492
Do
31
4.3751
Learn
31
4.0551
_______________________________________________________________________
What Did Novice Elementary Principals Do?
To answer research question number two: to what extent did the novice
elementary principals implement the strategies identified in The Framework for Effective
Leadership, the means for each Do statement in the survey were calculated in the SPSS
program. These means, as shown in Table 4, indicated that while principals knew the
strategies, the strategies were not carried out to the extent they were known. What novice
principals did is also explained through the analysis of the principals’ answers to the
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open-ended questions number 14 and 17 of the survey. Question number 14 asked the
participants to explain how they created high expectations for all students. Question
number 17 asked them to explain how they provide quality professional growth for
teachers.
Instructional Leadership
The difference between what was known and what was done was especially
evident in the Instructional Leadership Strategy. Statement number 32, “I make formal
teacher observations a priority,” had a mean of 4.55 in the Know category; in the Do
category, the mean is 3.58. This difference was the largest of the 48 statements in the
survey. Fourteen of the 18 Instructional Leadership Strategy statements had a difference
of means ranging from 0.55 to 0.97. These fourteen statements were in the areas of
supervision: how supervision was used to provide constructive criticism, improve the
curriculum, and determine professional growth; and in the areas of evidenced-based
approaches to teaching and the use of standardized test results. The difference in the
categorical means, as shown in Table 5, from the Know (4.6686) to the Do (4.0251)
category was 0.6435. This was the largest difference between Know and Do of the four
leadership strategies.
Qualitative data gathered further explained what principals say they did. One of
the qualitative methods of gathering data was the use of open-ended questions in the
survey. The information gathered from the survey questions was anonymous; therefore,
when referring to statements made by the participants of the survey, the researcher did
not associate a name with the statement.
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Question number 14 asked the respondents to explain how they created high
expectations for all students. The responses fell into three major categories: creating a
culture of high expectations, creating a challenging curriculum, and communicating
expectations to all stakeholders.
Creating a culture of high expectations. Thirteen of the respondents,
41.93%, discussed how they created high expectations for all students, one of the
strategies of instructional leadership, by creating a culture where expectations were made
known to the students, the parents, the teachers, and other stakeholders, including the
pastor and the school board. One principal stated he or she put teachers in positions
where they are capable of demanding the best performance from the students. Three
principals stated the teachers understood the principal’s expectation of high levels of
learning for all students.
Six principals, 19.35% of respondents, mentioned accountability in creating a
culture of high expectations. Three principals placed accountability on the teachers.
Respondents commented on teachers’ need to model high expectations, communicate
high expectations to students, and create curriculum that is appropriate for the learning
needs of each student. Four principals placed accountability for student learning on
parents. Parents were encouraged to check student grades online at one school, were
encouraged to be part of the team effort at three schools, and were encouraged to be
responsible for students completing homework at one school.
Creating a challenging curriculum. Fifteen principals, 48.38%, explained
how they created high expectations for all students through curriculum. These principals
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created an expectation among the students, the teachers, and the parents of high academic
achievement. “I believe in setting the bar high,” one principal commented. Another
stated, “I expect students to aim high to succeed by means of education. I believe that
once they have visions, they have the will and look for the means to reach them.” One
principal explained how this was accomplished:
We create high expectations by creating a curriculum program that maximizes
student learning. The teachers work in teams to create standards-based goals and
they work collaboratively all year in order to ensure that short-term objectives
are leading toward our annual curricular goals. (Interview, data)
Two principals commented that they create high expectations by aligning the
school’s curriculum with the standards, but one stated the standards were a minimum
requirement.
Differentiated instruction was specifically listed three times and two principals
explained they made adjustments to meet the needs of all learners. One principal put it
this way, “Although we recognize all children and adults learn differently, expectations
are not lowered. Strategies and teaching methods are adapted.” Two principals
mentioned utilizing assessment and evaluation of student work to identify where students
were and to help them move to the next level. Two principals stated that high
expectations are communicated and modeled. “High expectations are a tradition modeled
by all from faculty through students to the youngest grade.”
Communicating expectations to all stakeholders. The third means
principals created high expectations for all students was communicating the school’s
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expectations to stakeholders. Four principals stated they communicate expectations to
parents, four to teachers, six to students, and three to all stakeholders. Responses varied
from communicating to parents when the student was not doing well, expecting parents to
take ownership for the student’s work, and holding parents accountable when students
were not doing well. Three principals stated they put the expectations for learning on the
teachers. Expectations were communicated to teachers and modeled by the principal.
Six principals who stated they communicated high expectations to students, did so by
verbally explaining the expectations, by posting Student Learning Expectations, by
modeling, and by visiting with students and encouraging them to do their best. Three
principals utilize variations of these methods to communicate high expectations to all
stakeholders.
Professional growth. The second open-ended question, number 17 in the
survey, asked the respondents to explain how they provided quality professional growth
for teachers, an instructional leadership strategy. The respondents provided professional
growth to their teachers in three ways: faculty meetings, conferences, and continuing
education.
Nine principals, 29%, provided professional growth during faculty meetings.
This professional growth was done in a variety of ways. In one school, each teacher and
the principal were responsible for a ten-minute presentation on a specific topic. In four
schools, teachers who had attended a workshop brought the information back to the
faculty. Two principals stated they discussed best practices and teaching strategies at
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faculty meetings. At one school, “We read books in common and discussed the content
and message.”
Twenty-two principals, 71%, utilized some type of conference or workshop as
professional development. Responses in this category ranged from allowing teachers to
choose a conference to attend, to one teacher attending a conference and sharing the
information with the entire faculty, to the entire faculty attending a conference which
focused on the school’s determined area of growth. Six principals, 19%, made the
information on professional development available to teachers, “Flyers are placed in
teachers’ boxes…Each teacher is required to attend at least one professional development
meeting each year.” Four principals, 13%, encouraged the teacher to attend a workshop
relevant to the teacher’s needs, “…researching teachers’ areas for growth and finding
professional development that meet their needs.” Four principals stated they sent one or
more teachers to professional development and the teachers shared the information with
the entire faculty. Seven of the principals, 23%, utilized professional development to
meet goals established for the entire faculty, using data and the observation and
evaluation process to determine these goals. Four of these principals availed themselves
of Title I Funds to attend professional development. Three principals supported teacher
continuing education, both through monetary support and through helping teachers assess
needed areas of growth.
Four principals stated they had no professional growth in place, three due to the
financial circumstances of their school, and one due to the previous principal not putting
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any professional development in place for this school year. One principal stated the need
to access government funds for this purpose.
Shared Decision-Making
Due to the open-ended questions included under the instructional leadership
category, the researcher collected qualitative date to explain what the novice principals
did in this category. The data for the remaining three categories of The Framework for
Effective Leadership was quantitative only.
What did principals do in the shared decision-making strategies? The categorical
mean, as shown in Table 5, for the Do category of shared decision-making was 4.0891,
compared to 4.5985 for Know, a difference of 0.5094. Two statements had individual
means near 3.50. Statement number 22 and 35, with means of 3.52 and 3.57 respectively,
both dealt with stakeholder involvement: parents and school board, in setting goals for
the school. The other statements dealt more with teacher and staff member involvement
in policy development and leadership in the school. These statements had means
between 4.23 and 4.42.
Two statements in the survey, number 20, “I distribute leadership among the
teachers,” and number 57, “I create committees or a leadership team to accomplish tasks,”
both had a mean of 4.23 in the Do category. This indicated principals were sharing the
leadership to a high degree; however, in the focus groups, principals explained why they
were not able to share more. During the focus group sessions, many principals shared
their feelings about the demands of the job making it undoable. The demands placed on
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the principals’ time were further presented in the section explaining the differences
between what the principals knew and what they did.
Organization of the Learning Environment
Table 4 shows organization of the learning environment to be the only category
where all of the means were above 4.00 in the Do category. The lowest mean, 4.07, was
for Statement 26, which was about keeping distractions to a minimum to maximize
teaching and learning. This strategy also had the statement with the highest mean in the
Do category: statement number 24, “I create a safe and orderly environment for the
students” had a mean of 4.74. There were no large differences in means between Know
and Do in the Organization of the Learning Environment Strategy. Table 5 shows this
category having a mean for the Do category at 4.3705, a difference of 0.3177 from the
Know mean of 4.6882.
Developing People
The developing people strategy had two statements with a large difference in
means. Statement 41, which was to provide intellectual stimulation for the teachers, and
the only statement with a mean below 4.00, had a mean of 3.87. The difference in means
from Know to Do was 0.61. Statement 46, which was providing personal attention each
staff member needs, had a mean of 4.06, a difference from Know to Do of 0.68. Table 5
shows the developing people category having the highest mean for the Do category at
4.3751, a difference from the Know mean of 0.3741.
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Why the Difference Between Knew and Did
The researcher asked interview questions of the focus group participants to clarify
the data gathered in the survey and to provide a richer context for the study. Table 6
identifies the participants of the focus group by year as principal, financial level of the
school, highest degree earned, and enrollment of the school. Each participant has been
given a pseudonym to protect the confidentiality of his or her participation.
The quantitative data only showed principals did not implement the strategies to
the same degree they knew them; however the qualitative data offers reasons why the
strategies were not being implemented to the same degree they were known to be
effective leadership strategies. The researcher explained the discrepancy in how the
principals rated what they knew with what they did, and asked why they thought there
was a discrepancy. The overwhelming response from all principals was the lack of time
to complete all the responsibilities required. When they did not do a strategy, it was not
so much a function of not knowing the strategy, but of not having the time to do it.
Table 6
Focus Group Participants
____________________________________________________________________
Pseudonym
Year Financial Level
Highest Degree
Enrollment
______________________________________________________________________
George Alberts

3rd

4-6

Master’s

201-400

Olivia Brady

3rd

7-10

Master’s

201-400

Shannon Brennan

2nd

4-6

Master’s

201-400

Lynn Brewster

2nd

7-10

Doctoral

201-400

Rebecca Castillo

3rd

7-10

Master’s

201-400
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Table 6 (Continued)
____________________________________________________________________
Pseudonym
Year Financial Level
Highest Degree
Enrollment
______________________________________________________________________
Connie Chavez

3rd

7-10

Master’s

50-200

Pat DiLeva

3rd

1-3

Doctoral

201-400

Mary James

2nd

7-10

Master’s

50-200

Elizabeth Keane

2nd

4-6

Master’s

201-400

Kathleen Murray

2nd

7-10

Master’s

50-200

Josephine Peters

3rd

7-10

Master’s

201-400

Maria Rosas

2nd

7-10

Bachelor’s

50-200

Paula Roberts

3rd

7-10

Master’s

50-200

Sam Rogers

3rd

7-10

Unknown

50-200

Carina Villagran

3rd

1-3

Bachelor’s

50-200

Joan Wong
2nd
1-3
Master’s
201-400
_____________________________________________________________________
As one principal, George Alberts stated, “So much to do that carrying out the
strategy takes time to plan; you are in survival mode the first two years.” Principals felt
they had so many hats to wear; there was never enough time to do the things they knew
they should be doing; rather, they spent much of their time dealing with immediate
situations, ones that may have had nothing to do with the effective leadership strategies.
The biggest area to lose out in getting the principals’ attention was the curriculum.
Connie Chavez placed her concentration on curriculum:
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Instructional Leadership is at the top of my list at the expense of completing
reports downtown, a tremendous price. At the expense of all other things:
marketing, cleaning the bathroom, being a therapist. It is my number one priority.
But comes at tremendous price.
Others were not able to find the time to give attention to the curriculum. Sam Rogers was
just learning about the curriculum in his third year. He said, “To me, it’s almost a perk to
have the time to focus on curriculum. Mine was focused so much on economic part,
financial part, I forgot about curriculum. I’m learning little by little how to do it.”
Elizabeth Keane summed this up:
Too many jobs to accomplish. Instructional Leadership is our priority. We got
into this job because we love education. It gets sacrificed because other things
come that are more immediate…more practical. Things come up. Practical
things have to be done.
Most principals felt the lack of resources and lack of support personnel created
more work for them. Therefore, they did not have the time to supervise teachers, develop
curriculum, or plan for professional growth. Paula Roberts put it this way, “It’s difficult
when you are the only person running the school. You have limited resources. There is
not enough support or a support system there for you. This makes it difficult to carry out
responsibilities.” This sentiment was echoed by Elizabeth Keane when she said, “When
we don’t have the money to hire the personnel necessary, it comes down to resources.
There are too many jobs to accomplish.” Another of the principals, Kathleen Murray,
made this comment:
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It’s me. I’m the marketer, the maintenance; I change the soap in the bathroom. I
would like to say instructional leadership is my priority. I’m in the classes every
single day. Model lessons. Taught every single grade. The job is undoable. But
only so much you can do and that’s, I think job is undoable, and it is right now,
given my financial reality.
Downtown will say things like ‘Please have science leadership team do
this or that!’ What are they talking about? That would be me. I’m the WASC.
That would be me. That would be me. That would be me. I am VPin. And then
Religious Ed doesn’t know technology so you are doing it for them. Not realistic;
it’s just the way it is. Not a realistic job.
When asked, in the focus group sessions, if they faced challenges different from
what was mentioned above, principals stated the need to prioritize as an overwhelming
concern. All principals in the focus groups spoke to the need to constantly prioritize their
day to manage all the hats they have to wear. “Definitely time. I teach three quarters of
the day,” said Rebecca Castillo. Pat DiLeva said, “Have to prioritize. By the time you
prioritize, no time.” One principal, Carina Villagran, who said she was “literally thrown
into it with no training” would like a list of priorities. “In my third year, I would still like
that list. What’s important, legal, budget things.” Elizabeth Keane said it best:
I play catch-up constantly. I have a lot of families that come to me for help all
day long. I can’t push a person aside because I have a report to do. I think it’s
finding a balance and knowing what is an appropriate way to proceed. It is
constantly a battle to know if I am giving this enough time.
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Five of the focus group principals taught some part of the day or acted as a
substitute teacher on a regular basis. One taught part time to keep costs down so the
school can afford to pay to keep the music teacher. Not only were they doing a job many
of them felt was undoable, but they were also teaching.
Mrs. Chavez, who concentrated on the curriculum at the expense of other
responsibilities said:
No help. No resources. I’m in the classroom teaching. I have no help. No
understanding. No help. Not understanding from downtown. Expectation is that
you go to this meeting and do x, y, and z. I just can’t do it. I don’t think that’s
understood downtown. There is no time.
The lack of time to complete all of the requirements of the job, coupled with
financial struggles which hinder hiring staff to help with the demands of the job, were
reasons the principals gave as to the difference between the means in the Know
categories and the Do categories; the difference between what they knew and what they
did.
What Did Novice Elementary Principals Want to Learn
To answer research question number three: what were the novice elementary
principals’ perceptions of the need for mentoring in the strategies identified in The
Framework for Effective Leadership, the means for each statement in the Learn category
were calculated in the SPSS program. Question 63 in the survey asked the principals to
list three to four aspects of their job in which they felt that support or guidance from an
experienced principal would have made their job easier. The focus group participants
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were asked several questions about how principals could be provided help or support to
become more effective in their first years. The data are presented by strategy.
Instructional Leadership
Principals said they knew about the strategies in The Framework for Effective
Leadership. The categorical mean was 4.6686, as shown in Table 5. Principals also said
they were overwhelmed by the demands of the job; yet Table 4 shows principals wanted
to learn about instructional leadership. The Learn categorical group mean under
instructional leadership in Table 5 was the highest categorical group mean for Learn.
Each individual mean in this category, with the exception of statement 52, “I hire quality
teachers,” was at least 4.10. The highest means in the Learn category, as shown in Table
4, were under instructional leadership:
13. I create a school culture of high learning expectations for all students: 4.45.
21. I ensure my teachers understand how to teach to the learning needs of all
students: 4.43.
36. I provide needed support to the teachers for the academic achievement of the
student: 4.39.
Though principals knew about these strategies, as explained in the Know section, they
still expressed a strong desire to learn more about the effective strategies under
instructional leadership.
The last question of the survey, question number 63, asked the principals to list
three to four aspects of their job in which they felt the support or guidance from an
experienced principal would have made their job easier. Under instructional leadership,
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responses fell into four main categories: curriculum development, staff development,
supervision, and students. Supervision, both through formal observations and walk
throughs, was listed by 23% of the principals as an area in which they would like to have
had help. Twenty-three percent of principals wanted help in curriculum: analyzing test
scores, establishing curriculum plans for the year, and integrating technology into the
curriculum. Staff development and planning for faculty meetings was listed by 13% of
respondents as areas for help. Six percent of the principals identified the need for help in
supporting students through services.
Shared Decision-Making
The shared decision-making strategy had a categorical means for Learn of 4.0175,
as shown in Table 5. Only two statements had a higher mean, as shown in Table 4, for
the Learn than the Do in this strategy: statements 22, inviting parents to help develop
short-term goals, and 35, including the school board. Since 25.80% of the respondents to
the survey did not have a school board, the researcher cannot make a conclusion as to
whether principals wanted to more effectively involve the school board they have, or if
they wanted to learn about forming a school board to create a shared vision; however, on
question number 63 of the survey, twelve percent of the principals stated they needed
help with formation of or working with a school board or parent-teacher organization.
Two principals, 6%, said they needed help in delegating tasks. Means indicated
principals had a low desire to learn more about strategies under shared decision-making.

! 96!

!
Organization of the Learning Environment
As shown in Table 5, the categorical mean for organization of the learning
environment was 3.9449. This was the lowest categorical mean of the strategies, which
indicated principals felt they understood the strategies. Only one statement, number 15,
is higher on the Learn than the Do. This statement is in regard to ensuring teachers had
the necessary materials and equipment. The difference in means was only 0.05, and
could have been caused more by finances than by principals needing to learn about the
strategy.
On question number 63 of the survey, the actual organizing of the learning
environment was listed in only two ways: 6% of the principals stated they would like
help with discipline and 10% listed help with plant maintenance, including long range
plans, as an area needing help. Organization of the learning environment was not
mentioned by any of the principals in the focus groups as an area where they wished to
have support or guidance.
Developing People
The categorical mean for the Learn category in developing people, as shown in
Table 5, was 4.0551. The developing people strategy had the highest categorical mean of
the study under Know, at 4.7492, which indicated principals knew these strategies, and
yet the 4.0551 mean under Learn showed they still want to learn more about them.
Statement 41, “I provide intellectual stimulation for the teachers,” received the
highest mean in Table 4, under Learn, at 4.30, indicating a desire to learn more about
how to do this. Statements with means between 3.83 and 3.96 in the Learn category, the
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lowest, dealt with effective communication, modeling best practices, and providing both
teachers and staff members the personal attention they needed. These are areas where
principals felt they least needed to learn more.
In replying to question 63 of the survey, 23% of the principals stated they needed
support and guidance in dealing with parents. Thirteen percent needed this help in
dealing with the parish, including the pastor and the religious education department.
Need for Mentoring
To further gather information to answer research question three on novice
elementary principals’ perception of the need for mentoring, the researcher asked them,
on question 63 of the survey, to list three to four aspects of the job in which the support
or guidance from an experienced principal would have made their job easier. In the focus
groups, principals were asked the challenges and obstacles they faced in their role as
principal.
Struggles faced by the principals. Financial issues were mentioned as a
major area of concern by all principals, usually in the context of low enrollment and the
need to find the money to operate the school. Maria Rosas said, “My biggest challenge in
two and one half years is finances. Very difficult. The economy, like every other school,
we are affected by this.” Sam Rogers stated the economy was the biggest factor in trying
to maintain enrollment. “When the economy’s bad, that’s a challenge. Trying to
convince people. Main job is a salesman.” One principal, Olivia Brady, spoke about
trying to market her school when she did not have the money to compete with other
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schools in the area of technology, “How am I going to sell my school when there is
another school that has the technology? For my parents, what can I do?”
Since Catholic schools rely, financially, on money collected from tuition, fees,
and fundraising, schools in lower socio-economic areas struggle greatly in all areas of
finance. Families cannot afford the cost of tuition and do not have the funds to contribute
to fundraising. Concerns raised by Elizabeth Keane were, “Teachers are underpaid.
Families can’t afford increase in tuition. Many families can’t pay full tuition. Need to
fundraise significantly.” Connie Chavez said, “Fundraising is a full time job, also.”
Paula Roberts spent weekends writing grants, “I’ve written so many grants and yet
haven’t gotten any. Comes down to who you know. We all have need.” For inner city
school principals, fundraising was a challenge, as shown by Kathleen Murray:
The fundraising model is a white upper class model. If not in that community,
often times parents don’t have the skill set. I don’t have mothers to sell lunch and
decide what gift to give at Silent Auctions. Sell churros. Not going to turn my
life around. Not make payroll.
One principal, in a high socio-economic community, had the opposite concern
about finances. Pat DiLeva commented:
I am quote unquote blessed to be in an affluent school. I’ve come to the
understanding, the problems at affluent site, the challenges just as strong, get kids
to top high schools. The parent involvement you don’t have at one end, it is
pushing you at the other end. Parent entitlement.
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Four principals mentioned they had no idea of what they were walking into when
they took the job. Kathleen Murray stated:
I didn’t create this problem. It is one I walked into. Problems I create, I’ll fix. I
didn’t create this. I get the feeling I’m supposed to fix it. If only I were a better
marketer, etc. More this and more that, I could fix it. It is an unfair assumption.
Another principal said he would like to have understood the situation at the school before
accepting the position of principal. One third-year principal said she knew what
questions to ask as she looks for her next position.
Areas needing guidance and support. The three areas the majority of
principals listed on question 63 as areas needing support and guidance were finances,
personnel issues, and time management. Forty-five percent of principals listed the budget
and another 25% listed help in finance/accounting practices as areas of need. A total of
70% of principals listed finances as an area in which they needed help.
Thirty-two percent of the respondents listed needing help in some aspect of
personnel issues such as documentation, policies and procedures, and insurance. Twentythree percent of principals listed both time management and prioritizing the workload as
areas in which they needed help. Forty-six percent of the principals wanted help in these
two areas of management.
Issues that were listed by one to three principals were: legal issues and law suits
by one principal; balancing work and personal life by one principal; knowing the reality
of the school before arriving was mentioned by one principal; help with marketing was
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listed by three principals, and grant writing and use of Title I Funds were each mentioned
by one principal.
Desire for mentoring. On the survey, question number 63, 16% of the
participants mentioned mentoring as aspect that would be helpful. One principal said, “It
would be nice to have a mentor to discuss daily issues.” Another said he or she would
like a mentor for support and guidance. Two principals mentioned the isolation they felt
as principal, being alone and not knowing who to turn to. In the focus group, Elizabeth
Keane said, “I was a teacher and have camaraderie and you’re loved. Now I am all alone.
Keeping personal morale up I think is important.” Another principal commented in the
survey that he or she would like someone to evaluate his or her work, and one principal
would have liked someone to help provide hints to transition into the principalship.
Principals participating in the focus groups thought a mentoring program would
“Absolutely!” be beneficial. The third year principals, looking back, had a better
understanding of how mentoring could have helped them; by being able to talk to others
they could have learned new ways of doing things. Pat DiLeva would have desired more
mentoring and the needed guidance a mentor could provide:
I was given a transition checklist and form. I looked at it. I wish we could have
talked about it. It would be good if for the first month, the supervisor is coming
to your school. Here is where we are, what we need to do. Someone checking in
with you at your site. Let’s find the resources. That would be incredible. To
have somebody at your site for the first month. Someone checking on you. Here
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is where we are, what we need to do. Let’s find the resources. That would be
incredible.
Another second year principal, Olivia Brady, thought monthly meetings with a
mentor would be too difficult, “Maybe not monthly. First year is so difficult. Maybe
every other month. Phone call once a week. Email. Retired principals are so
knowledgeable. Take advantage of that.” Rebecca Castillo thought a mentoring program
would be beneficial, but cautioned:
Yes, if structured right. Only if thought out and well planned. Mentor needs to
be assigned with careful thought. It has to be someone willing to be trained.
Mentoring would be helpful if done right. Feedback gathered. An evaluation of
each session.
Spiritual leader. In the focus groups, the Catholicity of the school came up
four times in two different ways. First, principals spoke to being lifted up by their work
in a Catholic school. The faith is what they turn to; it is what they live. Elizabeth Keane
said being in a Catholic school is a different dynamic than running a business, “We are
Catholic. We work for the Church. Also being pastoral. Where do you find balance?”
Three principals confided they did not feel capable of being the spiritual leader of a
school. Kathleen Murray stated, “I really struggle with being a spiritual leader. I’m very
Catholic. I followed nuns. I feel judged by the community. Not a comfortable role for
me.” Another principal, Carina Villagran, mentioned people come to her for advice, both
parents and teachers. She said:
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I feel I really was not prepared to be the spiritual leader that I need to be. I am
constantly stepping in. If I had more pastor involvement. I feel that I am
constantly stepping in to help people leaving the church. We have a lot of power.
Sam Rogers gave his faculty the Assessment of Catechesis/Religious Education (ACRE)
test and when the answers were said aloud, he realized how much work he had to do in
faith formation of the faculty.
When asked, in the focus groups, what type of support could be provided by the
Archdiocese of Los Angeles to help them be more effective, Pat DiLeva responded with a
perfect summation of what a mentoring program could provide novice principals. He
would have liked:
A little bit more TLC. I felt like I entered without any conversation from anyone
outside my community. How do I recruit? How do I deal with difficult parents?
How do I deal with K [kindergarten] when I have been junior high teacher my
whole life?
While a mentoring program can provide so much more than tender loving care, the
novice principals have expressed, through a variety of comments in the focus groups, a
desire for some tender loving care as they navigate the demands of being principal.
Conclusion
Chapter Four presented the results of this mixed methods research study. Results
from the survey, the open-ended questions, and the focus groups were triangulated to
provide a picture of what novice elementary principals knew, did, and wanted to learn.
The survey instrument, designed to answer the research questions by gathering
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quantitative data, was proven to be statistically reliable based on Cronbach Alpha scores
for each strategy in The Framework for Effective Leadership: instructional leadership,
shared decision-making, organization of the learning environment, and developing people.
Cronbach Alpha scores proved to be statistically reliable, as well for the knew, did, and
wanted to learn categories of each strategy. Statistical means, both for each individual
statement and by category, showed novice elementary principals knew the strategies.
Means showed principals actually did the strategies to a lesser degree than they knew
them. Means also showed the strategies on which principals wanted additional learning.
Qualitative data were gathered from three open-ended questions on the survey and
through three focus groups. These data gave the researcher a much richer picture of the
reality of the second and third year principals’ job, especially in the struggles they face on
a daily basis. The researcher could not have heard the stories by only conducting a
quantitative study.
The qualitative data collected in the study provided an insight into the principals’
expectations of high academic achievement, use of professional development, and the
need for support and guidance. It further detailed the struggles principals face in the
areas of finance and enrollment, and how these two factors create a lack of personnel to
assist principals with the myriad of tasks in their job.
The research questions were answered, not only through the quantitative data
gathered from the survey, but also from the qualitative data gathered from the open-ended
questions and the focus groups. Research question number three, what were the novice
elementary principals’ perceptions of the need for mentoring in the strategies identified in
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The Framework for Effective Leadership, was also answered through question number 63
and the focus groups. Data gathered provided a basis for creating a mentoring program.
Chapter Five discusses the assumptions made in the design of the study. The
findings, which answer the research questions, will be discussed. The two areas under
the instructional leadership category of The Framework for Effective Leadership
discussed were supervision and professional growth. The significance of the findings and
the implications for a mentoring program, finances, and professional growth are
discussed, and components for a mentoring program are presented. Implications of the
findings are discussed for the leadership of the Archdiocesan Catholic Schools, including
the elementary superintendent, the pastors, regional supervisors, and novice principals.
Chapter Five also makes recommendations to the Center for Catholic Education, Loyola
Marymount University. Recommendations for further research in light of lessons learned
are made to the Archdiocese and to the Center for Catholic Education.
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CHAPTER FIVE
Introduction
The researcher has been an elementary principal in the Archdiocese of Los
Angeles for the last twenty-one years. In her work on school accreditation teams, Green
Teams, and as a master principal, the researcher has spent time each school year working
with other principals in the Archdiocese. In this time, the researcher has seen the need to
provide help to novice principals to develop into effective leaders. She firmly believes
each child sitting in a desk in an Archdiocesan school deserves to learn; this will not
happen without effective leadership.
Over the years, the researcher has observed two phenomena that can occur at
schools when principals leave. The first phenomenon that can occur is when a long-term,
effective principal leaves a school and a succession of novice principals assume the role,
experience failure, stay for one or two years, and then leave. This can have a negative
effect on the stability of the school, and thus can affect the achievement of the students.
The other phenomenon that can occur is when a long-term principal, who was not
effective, but has been allowed to continue in the position, leaves the school, and a novice
principal walks into a less than positive situation. The latter situation applied to several
of the novice principals in this study as the situation they walked into as principals. Both
of these phenomena can have a negative impact on the student learning.
Researchers have stated that the importance of the principal, as leader of the
school and steward of student achievement, is second only to the influence of classroom
instruction (Bryk et al., 1993; Davis et al., 2005). If all Catholic elementary schools in
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the Archdiocese are to be successful schools, they must have an effective principal. In a
two-year period in the Archdiocese, 2007-2009, 19% of the new principals left after their
first year (Archdiocese of Los Angeles, 2010). It could be concluded these principals, for
whatever reason, were not satisfied in the position or did not experience success;
therefore, every avenue available must be utilized to ensure principal success and
retention in the Archdiocesan elementary schools.
Discussion of Findings
Results of this study are presented by first discussing assumptions made by the
researcher. Further, the research questions concerning what novice elementary principals
knew, did, and wanted to learn are discussed. The significance of the findings in the
areas of mentoring, finances, supervision, and professional growth are explained.
Implications from the study findings are to be presented to the leadership of the
Archdiocesan Catholic Schools, including the pastors, the elementary superintendent,
regional supervisors, and novice principals. Chapter Five also makes recommendations
to the Center for Catholic Education, Loyola Marymount University regarding principal
preparation. Recommendations for further research in light of lessons learned are made
to the Archdiocese and to the Center for Catholic Education. Possible further research
areas based on the study’s findings are discussed.
Assumptions
At the outset of undertaking this research study, the researcher held the belief that
mentoring could benefit novice elementary principals. While this belief was one of the
purposes for conducting this study, she was also guided by several assumptions in
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choosing to include second and third year principals in this study, rather than first year
principals:
1. Second year principals would have a better understanding of what the job entails,
be better able to reflect on their first year as principal, and be better able to
determine which effective leadership strategies they already knew, which they
used, and which they could use help with understanding and implementing, than
would first year principals.
2. The researcher included third year principals because it was possible second year
principals felt so much more comfortable in their second year as principal than in
their first year, they would feel they knew it all. On the other hand, they would
still just not know what they did not know.
3. It was the researcher’s opinion that third year principals would have a good
understanding of what they knew, what they did, and what they still needed to
learn.
4. The researcher believed novice principals would benefit from a mentoring
program.
Analysis of the data confirmed assumption numbers one, three, and four, but not
assumption number two. While second year principals demonstrated their knowledge of
what the job entailed, they did not display a comfort level of “knowing it all” as the
researcher assumed she might find. Rather, data gathered from focus groups showed that
second year principals came from a position of being overwhelmed by the responsibilities
of the job and a position of struggling with all the tasks needing to be done. The
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assumption made regarding the third year principals was correct to a degree, in that they
were in a different place. They expressed feelings of comfort from having survived the
struggle of the first two years. This is not to say some of the third year principals were
not still experiencing a struggle, because they were, especially in terms of the demands
on their time, but it was not a struggle of self-confidence from not knowing what was
expected of them in their role as principals.
The results of the study, both quantitative means of what principals wanted to
learn, and qualitative data, clearly showed that novice principals could benefit from a
mentoring program. These results are discussed as a recommendation later in the chapter.
What They Knew, Did, and Wanted to Learn
The purpose of this research study was to gather data from novice elementary
principals in the Archdiocese of Los Angeles, those in their second and third years as
principals, to determine what they knew about effective leadership strategies, which
effective leadership strategies they implemented, and what they wanted to learn about
effective leadership strategies. As was demonstrated in Chapter Four, principals knew
the strategies in The Framework for Effective Leadership. The researcher was surprised
by how high the means were for each strategy in the Know category. There is, however,
a discrepancy between what the principals knew and what they actually did. The
principals wanted to learn more, especially about the instructional leadership strategies.
The researcher did not expect the strategies to be so well known, but since the strategies
were not implemented to the same degree they were known, and since principals wanted
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to learn more about the strategies, this more accurately reflected what the researcher
expected the findings to show.
In this study, principals overwhelmingly listed as one of their greatest struggles a
lack of time to do all of the requirements of the job. They referred to all the hats they had
to wear. The researcher often equated the job of principal to juggling. There were many
balls to keep in the air, or hats principals had to wear. When juggling, a person starts
with three or four balls. Once those are smoothly being juggled, more balls can be added,
one by one. An experienced principal can juggle a few more balls each year. These may
be in the form of facilities, new programs, or new professional growth, all of which are
effective leadership strategies in The Framework for Effective Leadership. A novice
principal is often handed all the balls at once. Never having had to juggle before, the
principal finds the task impossible, and balls get dropped. As seen in this study, the area
where the balls seemed to get dropped most often is in instructional leadership.
Instructional leadership. The largest difference in means between any two
categories is statement 52, “I hire qualified teachers.” The Know mean is 4.81; the Learn
mean for this statement is 3.59. This difference of 1.22 is the largest in the study.
Principals knew this strategy and did not feel they needed to learn about it. However, the
findings showed that once they hired these qualified teachers, the principals did not
provide the teachers with what they needed to grow professionally.
DuFour (2002) and Leithwood (2005) spoke to the need to provide a sustained
focus on raising the quality of teaching to raise the quality of learning. The principals
were not being instructional leaders, as demonstrated by the means in the strategies in the
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instructional leadership category, when they were not doing the strategies to the extent
they knew the strategies to be effective. It could be concluded principals felt they hire
qualified teachers, so they do not feel the need to provide growth through the supervision
process; however, they said they wanted to learn more about the strategies, so there is a
discrepancy.
Based on information gathered from the focus group participants, the lack of
instructional leadership from the principals could be directly related to the lack of time to
accomplish all needed tasks; however, the survey instrument was self-evaluative.
Because it was self-evaluative, a limitation of the survey was that the data only conveyed
what the principals said they knew. There are several other possibilities:
1. It is possible the principals knew a strategy was an effective leadership strategy;
however, this did not mean they knew how to do it.
2. It is feasible the strategies were taught to them in a university course; however,
there may not have been any process to evaluate their ability to apply the strategy.
3. There is the possibility the principals really did not know the strategies to the
extent they thought they did; they may not have known where their strengths and
weaknesses were.
These implications are further developed under the categories of supervision and
professional growth, and are addressed in the significance of the findings and in the
recommendations made later in this chapter.
Supervision. Further identified in the instructional leadership category was the
difference in means between Know and Do categories. The largest differences in the
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study occurred in this category. For example, statement 32, “I make formal teacher
observations a priority” had a difference in means of 0.97 from Know to Do; statement
34, “I utilize the supervision process to provide constructive criticism” was right behind it
with a difference in the Know mean to the Do mean of 0.93; and statement 45, “I utilize
the supervision process to assist teachers in implementing appropriate curricula material”
had a difference between Know and Do of 0.84. Statement 59, “I ensure that evidencedbased approaches to teaching are implemented by the teachers” also had a difference in
means of 0.84. Four effective strategies, which directly affect student learning, were not
being done to a high degree by the novice principals in the Archdiocese. If formal
observations are not a priority, the growth among individual teachers, and the faculty as a
whole cannot follow.
As was shown in the literature review, Daresh and Playko (1993) identified three
equal components to principal success: academic preparation, field-based learning, and
professional formation. The principals said they knew the instructional leadership
strategies; yet they did not do them. The principals attributed this disconnect to the lack
of time to accomplish all the tasks needing to be done; while time was certainly a factor,
another possible explanation was the disconnect between academic preparation and the
rigors of the role of principal. Perhaps the principals learned the instructional leadership
strategies, but did they learn how to apply them. Of note here, is that 22.58% of the
principals participating in the survey had a B.A. degree and were not enrolled in a
program to further their education. How could they have known the effective leadership
strategies if they had not continued their education beyond a B.A. degree? This speaks to
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Daresh and Playko’s identified need for all three components to be in place for principals
to be effective. Academic preparation is the first component. If these 22.58% of
principals had not had a field-based experience to learn how to apply the strategies of
instructional leadership and if they had not participated in strong professional formation,
how could they have possibly known how to be an effective principal? A mentoring
program could provide them with some of these needed skills.
Professional growth. Principals must avail themselves of professional
development to continue to grow, and it is their responsibility to provide professional
development for their faculties. Formal observations are one important avenue effective
principals use to determine needs for professional growth for teachers. Professional
growth can support teachers and help to set high expectations for the work that is taking
place in the school. The goals of professional development for the teachers are threefold: new learning, using the new learning to improve teaching, and counting on new
learning to affect student learning and achievement (Mizell, 2010). Reeves (2010) and
Mizell (2010) list important factors for professional development to accomplish these
goals: focused, directly related to student results, and well planned and implemented;
feedback must be provided to the teachers on the implementation. Reeves (2010) said a
minimum of 30 hours devoted to each aspect of professional learning is necessary for the
learning to be effective.
Although statement 16, “I provide high quality professional growth for the
teachers,” fell under development of people, it is also highly tied to instructional
leadership. This statement had a mean of 4.65 in the Know category and 4.35 in the Do
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category. Despite the mean of 4.35 in the Do category, the qualitative data gathered,
indicated that whereas some principals clearly understood what constitutes high quality
professional growth, many did not. One principal demonstrated understanding of what
professional growth should be, as shown by his or her comment:
Quality professional growth is provided by ensuring consistent opportunities both
in and out of school. Follow up is needed so that a specific focus is not
experienced once and never again. The time spent in a PD opportunity must be
something that will enhance instruction and specifically make some aspect of
teaching and instruction more efficient as opposed to being ‘one more thing’ for
the faculty to do.
Seven of the principals, 18%, utilized professional development to meet goals
established for the entire faculty, using data and the observation and evaluation process to
determine these goals. Four of these principals availed themselves of Title I Funds to
attend professional development conferences. However, 82% of the principals did not
provide the type of professional growth for their faculties to meet Reeves’ (2010) and
Mizell’s (2010) descriptions of high quality professional growth. Ways professional
growth was provided to faculties that did not meet Reeves’ and Mizell’s goals were:
having teachers attend a workshop based on a flyer seen in the teachers’ room, having a
teacher give a ten minute presentation at a faculty meeting, and having one or two
teachers attend a workshop and bring the information back to the entire faculty. The
researcher believes these types of professional growth are valuable for the teachers, but
they do not provide sustained professional learning needed to affect student results.
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Four principals stated they had no professional growth in place at all, either due to
lack of funds or the previous principal not setting it up. This is worrisome. If a school
has a principal who is not doing formal observations and is not providing any type of
professional development for the teachers, what does student learning look like?
Regardless of what a principal said he or she knew, if he or she was not doing these two
things, how effective could the learning be for the students? These two issues are
presented as recommendations later in this chapter.
Significance of Findings
The researcher set out to discover if novice principals could benefit from a
mentoring program. It was apparent from the data presented in Chapter Four there was a
need and a desire for principals to learn more about strategies of instructional leadership.
As principals develop more effective strategies, there is a direct benefit to student success,
and a further development of a successful school. If every avenue is to be utilized to
ensure principal success and retention, and thus affect student learning, more must be
done, both at the Archdiocese and the university levels to make this happen. This chapter
makes recommendations to the Archdiocese and to Loyola Marymount University that
will contribute to the field of education in ensuring the success of novice principals.
The researcher based these recommendations on the findings of the study.
Through the quantitative data of the survey, the open-ended questions, and the focus
groups, she gleaned information about what novice elementary principals in the
Archdiocese needed. This study confirmed the researcher’s original idea that novice
principals in the Archdiocese of Los Angeles could benefit from a mentoring program.
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Much data was gathered from the open-ended questions, but when the researcher sat
down and listened to the principals share their struggles, the obstacles they face, and their
unique situations, she had a much better understanding of what novice principals are
facing, and what they need from a mentoring program. This understanding would not
have come from a purely quantitative study. The following quote from Connie Chavez
summed this lesson up beautifully:
I’m not just a number. Look at our reality. For these children who are second
language learners, look at what we are tying to accomplish. Teachers, many
people out here not just a [number of enrollment] school. Not just a Stanine 3,
4, 5. Come and look who we really are. At the work we are doing in these
classrooms. The success we have here. They don’t know our story. I have to
teach a lot of people out here.
What this quote implied is that each school is unique. A one-size fits all approach to
leading Archdiocesan schools does not work. Professional development that is the same
for every school in the Archdiocese does not meet the needs of each individual school.
Finance models must be adapted to meet the needs of schools where tuition and
fundraising just do not meet the costs of the school. Connie’s struggle also illustrated the
importance of the two components to principal success, field-based learning and
professional formation for principals, often absent from education programs. Academic
preparation alone did not provide the principals the guidance they needed to face the
everyday reality of their schools and to become successful in their schools. A mentoring
program for principals is one way of filling the gap.
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Mentoring Program
One of the purposes of this study was to provide the Archdiocese valuable
information on creating a mentoring program for novice elementary principals to ensure
their effectiveness and strong leadership. The researcher reviewed a number of programs
in the literature review. Several components of a program for the Archdiocese are
discussed in the following paragraphs.
While many pre-service and in-service programs are in place throughout the
country, the researcher does not recommend trying to fashion a program based on any of
them due the cost factor, both in terms of money and time. The researcher recommends
that the Archdiocese study The Supporting Effective School Leadership: Mentoring for
Newly Appointed School Leaders in Ontario. This program already exists and is
designed for Catholic schools. A handbook has been created for mentoring to support
principals in the first two years in the job. It also provides support and resources for
experienced principals to become effective mentors (Garlock et al., 2009). This
handbook spells out the entire process to create, conduct, and evaluate a mentoring
program.
Components of the mentoring program. Based on research on effective
leadership strategies and mentoring, and the results of the qualitative data gleaned from
the open-ended questions and the focus groups, the researcher recommends that the
mentoring program be developed to ensure principals meet the six standards for school
administrators developed by the Interstate School Leaders Licensure Consortium. In
order to accomplish this, the program needs to have an educative aspect. Sessions need
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to be designed to provide instruction in the strategies for which principals expressed a
desire to learn more, and in strategies where it is obvious, from their answers in the study,
they needed to learn how to apply the strategies. Mentors would then follow-up during
the weekly reflections and monthly meetings to help the protégé to incorporate the new
learning.
Mentors and protégés need to be carefully matched. This can be accomplished by
utilizing an instrument to match the protégé with the mentor. The Supporting Effective
School Leadership: Mentoring for Newly appointed School Leaders in Ontario Handbook
has such an instrument (Garlock et al., 2009).
The researcher recommends that the mentor be matched with the protégé and that
the relationship begins to form in the summer before the protégé begins his or her first
year as principal. The role of the mentor should be to help prepare the principals by
providing feedback on the principal’s ability to master the skills needed to become
effective, helping principals become socialized into the role, helping them self-reflect,
and helping them network within the Archdiocese (Alsbury & Hackman, 2006; BrownFerrigno & Muth, 2006; Daresh, 2004; Hall, 2008). Two components of the BTSA
program utilized to mentor new teachers would also benefit novice principals. The first
component is having one person mentor the protégé for the entire two years. The second
is a weekly reflection between the mentor and the protégé. Reflecting on the events of
the week, and the principal’s actions/reactions with the mentor, helps the novice to think
about other possible ways to handle a situation. Role-playing about possible scenarios
helps the novice to think ahead to what may happen and have a plan in place.
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Due to the large size of the Archdiocese and the busyness of the both protégé and
mentor, two options could be considered to facilitate a mentoring program. The first
option would be to have a hybrid program where some sessions are done in person and
other sessions are online. The online session could ask protégés questions they would
reflect on and answer. Other protégés could respond. After the protégés participate in a
group discussion, either the same questions or new questions could be discussed between
protégé and mentor.
The second component could be a cohort model where protégés having issues in
common, such as financial concerns, enrollment concerns, and curriculum concerns,
could become a cohort. The cohort could also be based on demographics. To be
respectful of the protégés’ and the mentors’ time, the mentoring program would need to
be designed to work for them.
Recently retired principals may be a good source for mentors; however, the
researcher feels the principals should be very recently retired as they need to be experts in
the current rules, policies, and procedures of the Archdiocese if they are to socialize the
protégé into them (Brown-Ferrigno & Muth, 2006; Daresh, 2004; Daresh & Playko,
1993). It is important that mentors are strong in areas of curriculum, finance, and
supervision; or mentors who are strong in each aspect could make themselves available to
all protégés for specialized help. A stipend should be paid to the mentors. Current
principals are busy with the demands of their own schools. A stipend gives value to what
is being asked of the mentors.
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In the focus groups, two principals in inner city schools expressed the desire to
have the deanery structure more accurately reflect the financial needs of the schools. A
particular deanery may have schools of all financial levels, from Financial Levels 1 or 2
at the high socio-economic end to Levels 8, 9, or 10 at the low socio-economic end. Such
disparity often made the principals in the lower socio-economic schools feel disconnected
from the other principals in the deanery. In creating a mentoring program, it would
benefit principals to have mentors, and perhaps a cohort of fellow novice principals, from
similar financial levels.
Principals also expressed their desire to have time built into a mentor program for
discussing their current issues. They want to be able to problem solve with their mentor
and with other principals. Again, a cohort of principals would serve this need well. They
wished the program to be well thought out and well planned so their time away from their
schools would be well utilized and the learning valuable.
Principals expressed the desire for each mentoring session to have an evaluative
component. The Supporting Effective School Leadership: Mentoring for Newly
Appointed School Leaders in Ontario Handbook has an evaluation instrument as part of
the program (Garlock et al., 2009).
Finances. Financial struggles were a major source of angst for all but one
principal in the focus groups, and 70% of the principals mentioned needing some type of
help with finances on question 63 of the survey. As one principal said, “Preparing a
budget is one thing; living it another!” Principals learned how to create a budget through
workshops; they needed someone on a regular basis to help them “live it.”
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The area of finances can become a vicious circle if principals are not effective
financial managers. Principals need to understand how to not only create their budget,
but also to live it. They need to understand the flow of money in and money out. They
need to understand that having ten students in a classroom does not meet the cost of the
teacher’s salary, let alone pay the light, water, and phone bills. When money is tight to
begin with, a novice principal does not have the luxury of taking a year to learn how the
finances work. Because most novice principals are not comfortable or familiar with
business practices, finances take an inordinate amount of their time, often at the expense
of instructional leadership. Therefore, financial management is an area where mentors
must be especially capable of assisting the protégé on a regular basis.
Professional development. Principals want and need to learn more about
supervision and finances. They also stated they want to learn about effective strategies in
the area of curriculum. Professional development is offered by the Archdiocese, but it
needs to be pertinent to individual school sites. The Archdiocese needs to survey schools
to determine schools’ needs in the area of professional development. If a minimum of 30
hours of professional development is necessary for the learning to be effective, and the
goal is improve student learning and achievement, professional development offered
through the Archdiocese should conform to this requirement.
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Implications of the Study
This study makes a contribution to the field of education through the development
of The Framework of Effective Leadership which identifies effective leadership strategies
in four categories: instructional leadership, shared decision-making, organization of the
learning environment, and developing people, which principals need to do to be effective
leaders in their schools. The study further contributes to the field by identifying what the
novice principals in the Archdiocese wanted and needed to learn. By identifying the
learning needs and making recommendations to meet these needs through a mentoring
program, the researcher has contributed to the knowledge base in the field of what
components the mentoring program should include.
A further contribution to the field is the identification of the need for schools of
education to incorporate field-based learning into principal preparation programs, as an
important element in creating successful leadership to affect student learning.
The results of this study confirmed the researcher’s belief that novice principals in
the Archdiocese of Los Angeles would benefit from a mentoring program. Prospective
components of this mentoring program were presented in the findings of this study. A
variety of implications emerged from this mixed methods research study that are relevant
to the leadership of the Archdiocesan Catholic Schools, including the pastors, the
elementary superintendent, regional supervisors, and novice principals. Further
implications are developed for presentation to the Center for Catholic Education of
Loyola Marymount University. The implications arising from the study address the need
for effective leadership of the Catholic schools in the Archdiocese. Research indicated
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that effective leadership strategies of the principal directly benefit student achievement,
and successful student achievement produces an effective school (Crow, 2007; Day,
Leithwood, et al., 2008; Day, Sammons, et al., 2008; DuFour, 2002; Giles, 2007;
Leithwood, 2005; Leithwood & Riehl, 2003; Lewis & Murphy, 2008). Every school in
the Archdiocese, especially those in lower socio-economic areas, needs to be effective to
provide quality education to all students. Since it is critical for novice principals to “get
it right” their first year (Bryk et al., 1993), and since leadership of the principal is vital to
the effectiveness of the school (Davis et al., 2005; Marzano et al., 2005; Waters et al.,
2003), the researcher makes the following recommendations.
Leadership in the Archdiocese
The recommendations made to the superintendent, the pastors, the regional
supervisors, and the novice principals stem from the researcher’s desire to see an
effective principal in each elementary school in the Archdiocese, as well as from the
heartfelt stories of the novice principals in the focus groups and the related research
presented in the literature review. These recommendations fall under the categories of
mentoring, supervision, professional growth, and finances.
Elementary Superintendent. As the leader of the elementary schools in the
Archdiocese of Los Angeles, the Superintendent is ultimately responsible for ensuring the
leadership of the schools. Fortunately, he does not need to do this alone. He relies on the
regional supervisors to have direct contact with the principals. He also receives advice
from the Elementary School Advisory Committee. The following recommendations are
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made to the Superintendent to ensure the success of novice elementary principals in the
Archdiocese.
Mentoring. The novice principals participating in this research study would
benefit from a mentoring program; therefore, the researcher recommends the
Superintendent of Elementary Schools oversee the creation of a mentoring program for
novice principals in their first and second years as principal. Components of this
program should include development of effective strategies in supervision, professional
development, and finances. The researcher recommends that the Archdiocese study the
Supporting Effective School Leadership: Mentoring for Newly Appointed School Leaders
in Ontario to assist in the development of a mentoring program.
Supervision. The researcher recommends that the Archdiocese create an
evaluative instrument which can allow it to determine if its principals are effective and to
provide feedback to principals. This research study was self-evaluative. While it
provided a wealth of data in regards to what the principals said they wanted to learn, it
did not provide for outside evaluation. Without an evaluative instrument and knowledge
of areas in which principals need help, the Archdiocese cannot adequately plan for
professional development, finance workshops, and other areas of need for principals.
Professional growth. Two areas of professional growth need to be available to
novice principals. First, 22.58% of the novice principals have not continued their
education past a Bachelor’s Degree. The principals need to be academically prepared to
be successful leaders. The researcher recommends that every effort be made to enroll
these principals in a program to earn a Master’s Degree in administration.

! 124!

!
Secondly, it is recommended the Archdiocese sponsor professional development
structured to provide optimum learning for principals to affect student learning at their
individual schools. The Archdiocese needs to survey principals to determine the areas of
needed growth. With 218 elementary schools, a one-size-fits-all approach to professional
development cannot best meet the needs of individual schools. Research shows a
minimum of 30 hours in focused professional development is needed to effect change.
There may need to be several strands of professional growth offered to best meets the
needs of all schools in the Archdiocese.
Finances. It is recommended the Archdiocese find alternative means of financial
support for schools ranked in the lowest financial levels of 7, 8, 9, and 10. The
researcher recommends sponsorship of individual schools by either a major donor or a
corporation. If major corporations can sponsor athletic venues, perhaps they would be
interested in sponsoring a Catholic school.
It is further recommended that development directors are hired as part of this
sponsorship for each of the level 7, 8, 9, and 10 schools to free the principals from this
time consuming task and to help them develop plans for fiscal stability and long-term
sustainability of the schools. If the school has a school board, members of the board may
be able to assist in the financial recommendations for the schools.
Pastors. Because pastors, under Canon Law, have the authority for the
administration of the school, and are the ones who hire and fire parish school principals,
pastors are instrumental in the success of the principal. The following recommendations
are made to the pastors to ensure the success of novice elementary principals.
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Mentoring. The novice elementary principals participating in the research study
would have benefited from a mentoring program; therefore, the researcher recommends
that a pastor hiring a novice principal require this principal to participate in whatever
program the Archdiocese offers to provide help to novice principals, whether it is in the
form of the Principal Internship Program, a master principal, or a mentoring program for
the principal’s first two years in the job. The benefits of having someone help them learn
the job will contribute to the principals’ success.
Supervision. The researcher recommends that pastors utilize an evaluation
instrument, provided by the Archdiocese, to evaluate the principal’s effectiveness and
provide feedback to the principal. An evaluation instrument will allow the pastor to
identify areas of strength and areas for growth. Once a principal’s areas of growth are
identified, the pastor needs to ensure the principal is receiving the needed resources to
grow in these areas. Many avenues are available to assist the principal in growth, from
Archdiocese sponsored professional development to college coursework.
If the pastor hires a principal without a Master’s Degree in Administration, the
researcher strongly recommends that the pastor make working towards this degree a
mandate for continued employment. The students in each school deserve the best
possible education; this requires an effective principal. Principals must be professionally
qualified to know the effective leadership strategies and to know how to implement them.
It is further recommended the pastor provide financial assistance to the principal,
if needed, to accomplish attainment of the Master’s Degree.
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Regional Supervisors. Regional supervisors are often the novice principal’s
lifelines; the supervisor is the person the novice calls for help and support; however,
principals said in the focus groups they did not like calling the supervisor for every little
thing. Also, supervisors can be responsible for a large number of schools. Currently six
supervisors cover 218 schools. Supervisors are responsible for other duties, in addition to
their supervisory duties; principals spoke about the difficulty they have experienced over
the years in being able to reach a supervisor when needed. Recommendations made for
elementary supervisors fall under the categories of mentoring and supervision.
Mentoring. The researcher recommends that the supervisors receive the mentor
training along side the mentors. It is important the supervisors are knowledgeable about
the mentoring program. Principals mentioned their supervisors being of great help to
them. The mentor role is one the supervisors have provided to their principals. A mentor
can assist the supervisors by dealing with the day-to-day questions novice principals may
have. It is important that supervisors understand the role of the mentor. If everyone
working with the novice principal is communicating effectively and understands their
roles, the mentors can ease the workload of the supervisors.
Supervision. Since the supervisors provide supervision of the principals, the
researcher recommends they have a formal evaluation instrument to use. Determining
areas of growth for principals can assist the supervisors in making recommendations for
professional development, finance workshops, and other areas of need for principals.
Novice Elementary Principals. The results of this study showed what
novice elementary principals wanted and needed to learn about the effective leadership
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strategies. The qualitative data emphasized the demands placed on the principal. The
researcher believes a mentoring program can alleviate some of the feelings of loneliness
and being overwhelmed that novice principals experience. The following
recommendations are made to novice principals for the purpose of helping them become
effective leaders, and fall under the categories of mentoring, supervision, and
professional growth.
Mentoring. It is recommended that novice principals avail themselves of help
provided by the Archdiocese, whether it is in the form of PIP, a master principal, or a
mentoring program. Despite the demands on principals’ time, having someone be a
guide, listen, and assist the principals through the difficult challenges they face in their
first two years, will ultimately be of great benefit to them.
Supervision. The most critical job of a principal is to ensure high achievement
for the students in their school. The means to make this happen rest with the instructional
leadership strategies of The Framework for Effective Leadership. Principals must make
formal teacher observations a high priority. They must utilize this aspect of supervision
to: provide constructive criticism; assist teachers in implementing appropriate curricula
material; ensure evidenced-based approaches to teaching are implemented by the
teachers; and determine needs for professional growth. Classroom walk-throughs, while
valuable, cannot provide the principal the entire picture of the learning that is taking
place in a classroom. Observing a formal lesson from beginning to end can do this.
Formal observations provide the principal with valuable knowledge, which can be
utilized to determine what the teachers need, and how goals can best be set for the school.
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The more observations a principal does, the better he or she will become at it. Principals
will learn from each teacher and will be able to share great things teachers are doing with
the other teachers. When one teacher is struggling in an area, the principal will be able to
share what others do that is successful. This is the most critical aspect of the job; it is
crucial that it takes place.
Professional growth. Professional growth, to be effective, needs to be focused,
directly related to student results, and well planned and implemented. Putting up a flyer
in the teachers’ room is not well planned and implemented.
Once the principal does formal observations of all teachers, and studies student
test results, a plan needs to be put in place to provide a minimum of 30 hours devoted to
each aspect of professional learning. It does not have to be expensive. Materials can be
purchased to assist the principal in providing on-site professional growth. The
Association for Supervision and Curriculum Development has excellent programs in
areas such as Differentiated Instruction and Formative and Summative Assessment that
can be facilitated by teachers working in groups to present to the rest of the faculty.
Teachers will learn more about a topic if they present it to the others. A minimum of 30
hours is necessary in any aspect to affect student growth. Having the faculty read and
discuss a book, as some principals do, can provide this focused professional development.
Professional development must be planned well to provide this needed growth for
teachers.
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Center for Catholic Education, Loyola Marymount University
One last component of ensuring schools have effective principals is the role that
higher education plays in preparing principals. As has been discussed, critics of higher
education feel there is a disconnect between what is taught in university courses and the
reality of the role of principal. Daresh and Playko (1993) see three components of
principal preparation, with the academic preparation only being one. How can
universities better meet the needs of incoming principals?
The Center for Catholic Education at Loyola Marymount University offers a
Catholic School Leadership Academy to prepare principals for the role of administrator
in Catholic schools. Father Thomas Batsis, O. Carm., Ph.D., spoke to the need to develop
leaders for Catholic schools, not just principals, but supervisors and superintendents. He
recognizes that the site leaders at a Catholic school have so many more responsibilities
than those in a public school, especially in playing a critical role as faith leaders (T.
Batsis, personal communication, February 7, 2011). Because the Center prepares
principals for Catholic school leadership, and because the role of the principal in Catholic
schools is so demanding, the researcher recommends that the Center for Catholic
Education conduct a follow-up with principals who have completed the program to
determine what the program has done well, if the program addressed the demands of the
actual job, and if anything needs to be changed to better meet the needs of the aspiring
administrators in Catholic education.
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The researcher further recommends the Center explore avenues to provide a
field-based experience for the principals in its program. The findings of this study show
that principals are not doing the strategies in the instructional leadership category to the
extent they know them. They may know the strategies, but they are not doing them.
Further Research
The researcher learned two major lessons about conducting research through this
study which could be of benefit to future researchers. The first lesson learned was how
overly ambitious she was in thinking she could get ten first-year principals and ten
second-year principals to participate in the focus groups. As the final number of second
and third year principals in the Archdiocese in the 2010-2011 school year was only 38,
the number of principals the researcher tried to get to participate in focus groups was
52% of the total number. The researcher had difficulty getting principals to respond to
emails and phone calls. Now, knowing time is principals’ greatest struggle, the
researcher understands why this was difficult. In future research, the researcher would
limit focus groups participation to five participants from each year.
The second lesson learned was how valuable the qualitative data were to the study.
The researcher would recommend further studies include qualitative means of gathering
information. Mixed methods studies provide a more in-depth understanding of the reality
of the position of principal.
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Recommendations for Further Research
The following recommendations are made for possible future research to be
conducted either through the Archdiocese, the Center for Catholic Education, or a future
doctoral student.
Due to the climate in Catholic schools across the nation, and in the Archdiocese
of Los Angeles, the state of the economy, and the change in leadership at the
superintendent level, Catholic educators face a unique time and many challenges. Further
research could be conducted using the same study in two or three years to see if results
have changed. This would only be valid if no mentoring program has been put in place
for novice principals.
If a mentoring program is implemented in the Archdiocese, a comparison study
could be conducted to study the effects of a mentoring program on the effectiveness of
novice principals.
A mentoring program could be started with a small group of principals and a
comparison study could be done to compare the effectiveness of those who are in a
mentoring program with those who are not.
The study could be replicated with high school principals in the Archdiocese of
Los Angeles.
The study could be replicated in other Catholic dioceses if they are large enough
to have enough novice principals in their schools during a given year.
It would be interesting to conduct the study with a randomly selected group of
experienced principals in the Archdiocese to compare the results to this study. Would
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experienced principals face any of the same concerns? Would a mentoring program
benefit an experienced principal?
As was shown in this study, principals in the Archdiocese hold Bachelor’s
Degrees, Master’s Degrees, and Doctoral Degrees. Research could be done to see if a
correlation exists between the level of education of the novice principal and the
effectiveness of the principal. Following hand-in-hand with this research could be
research done at the Center for Catholic Education to compare the effectiveness of the
principals who have gone through its program to those who have not.
Conclusion
This research study was undertaken to present findings of research on effective
leadership strategies and the need for mentoring of novice principals. A further purpose
was to gather data from novice elementary principals in the Archdiocese of Los Angeles,
those in their second and third year as principals, to determine what they knew, what they
did, and what they wanted to learn about the strategies in The Framework for Effective
Leadership, and to determine if novice principals in the Archdiocese felt the need for a
mentoring program. The researcher designed this study to learn if novice elementary
principals in the Archdiocese of Los Angeles could benefit from a mentoring program.
The research showed that novice principals regard their job as a demanding one, perhaps
more so in Catholic schools due to additional responsibilities and fewer resources. At the
time when the study was conducted, Catholic schools were facing crises in enrollment,
finances, and leadership. “Without a competent, faith-filled individual at the helm, the
success of the parish school is in jeopardy” (Nuzzi et al., 2008, p. 42).
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Novice principals in the Archdiocese of Los Angeles participated in the study in
the fall of 2010. The results showed that principals said they knew the strategies of
effective leadership, but they did not apply them to the extent they knew them. The two
biggest struggles principals faced were lack of time and lack of money. When asked
which effective leadership strategies they would like to learn more about, principals listed
the strategies in the instructional leadership category. While they said they knew these
strategies, time and lack of funds to hire needed personnel hindered them from practicing
the effective leadership strategies. Principals also expressed the desire to learn how to
prioritize the workload. When asked if they thought they could have benefited from a
mentor or mentoring program, they overwhelmingly responded yes.
Recommendations have been made to the Archdiocese of Los Angeles: the
Superintendent, the pastors, the regional supervisors, and the novice principals regarding
a mentoring program and supervision, finances, and professional growth. The researcher
explained the needs for mentoring and the components principals wished to see included
in a program.
The researcher is grateful to the Archdiocese for assistance provided in
conducting this study. It is her hope the results will be useful in creating a mentoring
program for novice principals. Effective principals create effective schools. All of the
children in each Archdiocesan school deserve the opportunity to learn in an effective
school.
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APPENDIX A
Identification of Survey Questions by Category
Instructional Leadership
13. I create a school culture of high learning expectations for all students.
19. I assist teachers in interpreting, monitoring, and evaluating student work.
21. I ensure that my teachers understand how to teach to the learning needs of all
students.
32. I make teacher observations a priority.
34. I utilize the supervision process to provide constructive criticism.
36. I provide needed support to the teachers for the academic achievement of the student.
37. I utilize the supervision process to determine needs for professional growth.
42. I ensure teachers understand how different students learn.
43. I observe each teacher to provide feedback and guidance.
45. I utilize the supervision process to assist teachers in implementing appropriate
curricula material.
52. I hire qualified teachers.
53. I ensure that evidence-based approaches to teaching are learned by the teachers.
54. I assist the teachers in interpreting, monitoring, and evaluating standardized testing.
56. I place appropriate emphasis on assessment.
58. I utilize information gathered from interpreting, monitoring, and evaluating student
work to inform decisions about teaching.
59. I ensure that evidence-based approaches to teaching are implemented by the teachers.
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61. I utilize each teacher’s strengths to create an environment for learning.
62. I utilize information gathered from interpreting, monitoring, and evaluating
standardized testing results to inform decisions about teaching.
Shared Decision-making
20. I distribute leadership among the teachers.
22. I invite parents to help develop short-term goals.
23. I create a school culture that is mutually supportive and collaborative.
25. I facilitate the identification and articulation of short-term goals.
35. I include the school board in the facilitation of a shared vision.
48. I provide opportunities for teachers to be involved in policy development.
51. I provide opportunities for staff members to be involved in policy development.
57. I create committees or a leadership team to accomplish tasks.
Organization of the Learning Environment
15. I ensure teachers have the necessary materials and equipment to affect student
learning.
24. I create a safe and orderly environment for students.
26. I keep distractions to the teachers to a minimum to maximize teaching and learning.
33. I facilitate the creation of a student discipline plan, which includes clear structures,
rules, and procedures for positive student behavior.
38. I establish routines and procedures for the efficient operation of the school.
39. I support the teachers in the implementation of the school discipline plan.
47. I ensure the facilities are in good condition.
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50. I establish routines and procedures for a structured environment.
55. I ensure there is regular maintenance of the facilities.
Development of People
16. I provide high quality professional growth for the teachers.
18. I model the beliefs of the school.
27. I maintain open and effective communication with staff members.
28. I allow others to see what needs to be done and to use their creativity and problem
solving skills to find solutions.
29. I build relationships with teachers that are collaborative and respectful.
30. I recognize and celebrate staff contributions to the school.
31. I maintain open and effective communication with teachers.
40. I build relationships with staff members that are collaborative and respectful.
41. I provide intellectual stimulation for the teachers.
44. I model best practices.
46. I provide the personal attention that each teacher needs.
49. I provide the personal attention that each staff member needs.
60. I recognize and celebrate teacher contributions to the school.
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APPENDIX B
Letter to Superintendent Requesting Permission to Conduct Survey
September 16, 2010
Dr. Kevin Baxter, Elementary Superintendent
Department of Catholic Schools
Archdiocese of Los Angeles
3424 Wilshire Boulevard
Los Angeles, CA 90010-2202
Dear Dr. Baxter:
I am currently in my third year in the Educational Leadership for Social Justice
Doctoral Program at Loyola Marymount University. My research focus is effective
leadership strategies for novice principals. I am requesting your permission to conduct an
anonymous survey with the principals in the Archdiocese who are beginning their second
and third years as principal in the fall of 2010. I would also request permission to invite a
random sample from these same principals to two focus group sessions to be conducted
in November at a site centrally located to the participants.
The survey will ask the participants to provide biographical and demographic
information. They will further be asked to read statements that deal with one of the four
leadership strategies identified in the study: instructional leadership, shared decisionmaking, organization of the learning environment, and developing people. The
participants will be asked to rate each statement three times using a Likert scale,
indicating in the first column the degree they are aware that the statement is an element of
effective leadership, in the second column to indicate to the extent they practice the
element of effective leadership, and in the third column, the extent that they would like to
know more about this element of effective leadership.
I will ask you to notify these principals to expect a survey from me and to
encourage their participation. I will send out the survey via Zoomerang. The data will be
analyzed using the Statistical Package in the Social Sciences (SPSS) computer program.
Two focus groups will be conducted to gather qualitative information from a random
sample of the participants to clarify quantitative data and to explore the participants’ need
for a mentoring program.
All information gathered will be anonymous and confidential. The results will be
shared with the Department of Catholic Schools for the purpose of determining the need
for and the creation of a mentoring program for novice principals in the Archdiocese.
I thank you for your time. Please feel free to contact me if you have questions at
(310) 941-3321.
Sincerely,
Linda R. Wiley
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APPENDIX C
Letter To Superintendent: IRB Approval
October 18, 2010
Dr. Kevin Baxter, Elementary Superintendent
Department of Catholic Schools
Archdiocese of Los Angeles
3424 Wilshire Boulevard
Los Angeles, CA 90010-2202
Dear Dr. Baxter:
As I have received approval from the Institutional Review Board of Loyola Marymount
University (copy enclosed) to conduct my survey and focus group research, I request that
you now notify the second and third year principals in the Archdiocese to expect a
request from me this week and to encourage them to participate in my research. They
will be asked to take the survey, and a random sample of the principals will be asked to
participate in the focus groups.
The survey will ask the participants to provide biographical and demographic information.
They will further be asked to read statements that deal with one of the four leadership
strategies identified in the study: instructional leadership, shared decision-making,
organization of the learning environment, and developing people. The participants will
be asked to rate each statement three times using a Likert scale, indicating in the first
column the degree they are aware that the statement is an element of leadership, in the
second column to indicate the extent they practice the element of leadership, and in the
third column, the extent that they would like to know more about this element of
leadership.
All information gathered from the survey will be anonymous and all information from the
focus groups will be confidential. The results will be shared with the Department of
Catholic Schools for the purpose of determining the need for and the creation of a
mentoring program for novice principals in the Archdiocese.
I thank you for your time. Please feel free to contact me with questions at (310) 9413321 or lrwly@yahoo.com.
Sincerely,
Linda R. Wiley
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APPENDIX D
Letter to Principals Introducing Research
Principal
Archdiocese of Los Angeles
Dear Principal:
My name is Linda Wiley. I am the principal of Holy Trinity School in San Pedro
and a doctoral student in my third year in the Educational Leadership for Social Justice
Doctoral Program at Loyola Marymount University. My research focus is identified
leadership strategies for novice principals. I have permission from Dr. Baxter and the
Institutional Review Board at LMU to request that all principals in the Archdiocese who
are beginning their second and third years as principal in the fall of 2010 complete a
survey on leadership strategies. I would also like you to participate in a focus group in
November at a site centrally located to the participants.
I recognize how busy you are at this time of year, but I ask that you take about 30
minutes to fill out this survey. I will send the Zoomerang survey link to you. Your
responses will go directly to Zoomerang and all of the data will be entered into the
Statistical Package in the Social Sciences (SPSS) computer program. All information is
completely anonymous and confidential. I will only have access to the results, not to
individual survey responses.
I will send a follow up letter regarding the focus group information. Again, all
information gathered will be confidential. Participants will be identified only by a code
name. Anonymous results of this research will be shared with the Department of
Catholic Schools for the purpose of meeting the needs of novice principals in the
Archdiocese.
Thank you for your time. I greatly appreciate your willingness to complete the
survey. Please feel free to contact me if you have questions at (310) 941-3321 or
lrwly@yahoo.com.
Sincerely,
Linda Wiley
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APPENDIX E
The Survey

Leadership Survey
Created: October 06 2010, 9:28 AM
Last Modified: November 11 2010, 3:54 PM
Design Theme: Basic Blue
Language: English
Button Options: Labels
Disable Browser “Back” Button: True
Leadership Survey
Page 1 - Heading
To begin, please tell us a little about yourself.
Page 1 - Question 1 - Choice - One Answer (Bullets)
! Male
! Female
Page 1 - Question 2 - Choice - One Answer (Bullets) [Mandatory]
Race/Ethnicity
!
!
!
!
!
!
!

Caucasian
African-American
Hispanic/Latino
Asian/Pacific Islander
Native American
Multi-Racial
Other, please specify
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Page 1 - Question 3 - Choice - One Answer (Bullets) [Mandatory]
Age
!
!
!
!
!

25-35
36-45
46-55
56-65
Above 66

Page 1 - Question 4 - Choice - One Answer (Bullets) [Mandatory]
Are you beginning your second or third year as principal?
! Second year
! Third year
Page 1 - Question 5 - Choice - One Answer (Bullets) [Mandatory]
What is the highest level of education you had attained when you became principal?
!
!
!
!

Bachelor's degree
Master's degree
Doctoral degree
Other, please specify

Page 1 - Question 6 - Yes or No [Mandatory]
Have you attained a degree during the time you have been principal?
! Yes
! No
! If yes, what degree have you attained?

Page 1 - Question 7 - Yes or No [Mandatory]
Are you currently enrolled in a degree program?
! Yes
! No
! If yes, what degree will you earn upon completion of the program?
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Page 1 - Question 8 - Choice - Multiple Answers (Bullets) [Mandatory]
What credentials do you have? (Check all that apply)
"
"
"
"
"
"

No credential or license
CA Multiple Subject Credential
CA Single Subject Credential
CA Preliminary Administrative Credential (Tier I)
CA Preliminary Administrative Credential (Tier II)
Other state credential, certificate or license, please specify

Page 1 - Question 9 - Choice - One Answer (Bullets) [Mandatory]
What is the total enrollment in your school?
!
!
!
!

50-200
201-400
401-600
over 600

Page 1 - Question 10 - Choice - One Answer (Bullets) [Mandatory]
What is the configuration of your school?
!
!
!
!
!

K-4
5-8
K-8
Preschool-8
Other, please specify

Page 1 - Question 11 - Open Ended - One or More Lines with Prompt [Mandatory]
Based on the 2010 census of your school, please give the percentages of each ethnic
group in your school. If an ethnic group IS NOT represented at your school, please enter
"0".
# Caucasian
# African-American
# Hispanic/Latino
# Asian/Pacific
Islander
# Native American
# Multi-Racial
# Other
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Page 1 - Question 12 - Choice - One Answer (Bullets) [Mandatory]
What Financial Level has the Archdiocese designated your school?
! 1-3
! 4-6
! 7-10
Page 2 - Heading
Thank you for that information - it is important to put your answers in the proper
context.
Please read each statement carefully. Each statement asks you to rate the degree you are
aware that the statement is a leadership strategy, to indicate to what extent you practice
this strategy and finally the extent that you would like to learn more about this
strategy. Please rate statement in all three cases by choosing a number from 1 to 5 with 1
being least and 5 being the greatest. If the statement does not apply, please choose N/A.
Please click "Submit" to advance to the full survey.
Page 3 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 3 - Question 13 - Rating Scale – Matrix [Mandatory]
I create a school culture of high expectations for all students
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 3 - Question 14 - Open Ended - Comments Box [Mandatory]
Please explain how you create high expectations for all students
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N/A
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Page 3 - Question 15 - Rating Scale – Matrix [Mandatory]
I provide necessary materials and equipment for teachers to affect student achievement.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 3 - Question 16 - Rating Scale – Matrix [Mandatory]
I provide quality professional growth opportunities for teachers.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

4

5

N/A

Page 3 - Question 17 - Open Ended - Comments Box [Mandatory]
Please explain how you provide quality professional growth for teachers

Page 3 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 3 - Question 18 - Rating Scale – Matrix [Mandatory]
I embody the mission of the school.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

5

N/A

Page 3 - Question 19 - Rating Scale – Matrix [Mandatory]
I assist teachers in interpreting, monitoring and evaluating student work.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 3 - Question 20 - Rating Scale – Matrix [Mandatory]
I distribute leadership among the teachers.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

Page 3 - Question 21 - Rating Scale – Matrix [Mandatory]
I ensure my teachers understand how to meet the learning needs of all students.
1
2
3
4
5
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

N/A

Page 4 - Heading
You have completed the first third of the survey. Please click "Submit" to continue!
Page 5 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 5 - Question 22 - Rating Scale – Matrix [Mandatory]
I invite parents to assist in the development of short-term goals.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

4

5

N/A

5

N/A

Page 5 - Question 23 - Rating Scale – Matrix [Mandatory]
I create a school culture that is mutually supportive and collaborative.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 5 - Question 24 - Rating Scale – Matrix [Mandatory]
I create a safe and orderly environment for students.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

Page 5 - Question 25 - Rating Scale – Matrix [Mandatory]
I facilitate the identification and articulation of short-term goals with the faculty.
1
2
3
4
5
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

N/A

Page 5 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 5 - Question 26 - Rating Scale – Matrix [Mandatory]
I keep distractions from learning to a minimum.
1
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

2

3

Page 5 - Question 27 - Rating Scale – Matrix [Mandatory]
I maintain open and effective communication with staff members.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re a bout thi s.

4

5

N/A

4

5

N/A

Page 5 - Question 28 - Rating Scale – Matrix [Mandatory]
I allow others to see what needs to be done and to use their creativity and problem
solving skills to find solutions.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

! 147!

!

Page 5 - Question 29 - Rating Scale – Matrix [Mandatory]
I build relationships with teachers that are collaborative and respectful.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re a bout this.

5

N/A

Page 6 - Heading
You have completed one half of the survey. Please click "Submit" to continue
Page 7 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 7 - Question 30 - Rating Scale – Matrix [Mandatory]
I recognize and celebrate staff contributions to the school.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

4

5

N/A

4

5

N/A

Page 7 - Question 31 - Rating Scale – Matrix [Mandatory]
I maintain open and effective communication with teachers.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out this.
Page 7 - Question 32 - Rating Scale – Matrix [Mandatory]
I make formal teacher observations a priority.
1
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 7 - Question 33 - Rating Scale – Matrix [Mandatory]
I facilitate the creation of a student discipline plan, with clear structures, rules and
procedures for positive student behavior.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn more a bout this.
Page 7 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 7 - Question 34 - Rating Scale – Matrix [Mandatory]
I utilize supervision to provide constructive criticism.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

4

5

N/A

5

N/A

Page 7 - Question 35 - Rating Scale – Matrix [Mandatory]
I include the school board in the facilitation of a shared vision.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 7 - Question 36 - Rating Scale – Matrix [Mandatory]
I support teachers in ensuring academic achievement of the students.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 7 - Question 37 - Rating Scale – Matrix [Mandatory]
I utilize the supervision process to determine needs for professional growth.
1
2
3
4
5
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 7 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 7 - Question 38 - Rating Scale – Matrix [Mandatory]
I establish routines and procedures for efficient operation of the school.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

5

N/A

5

N/A

Page 7 - Question 40 - Rating Scale – Matrix [Mandatory]
I build relationships with staff members that are collaborative and respectful.
1
2
3
4
5
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

N/A

Page 7 - Question 39 - Rating Scale – Matrix [Mandatory]
I support the teachers in the implementation of the school discipline plan.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

Page 8 - Heading
Two-thirds complete - just a few more minutes!
Page 9 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
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Page 9 - Question 41 - Rating Scale – Matrix [Mandatory]
I provide intellectual stimulation for the teachers.
1
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn more a bout this.

2

3

4

5

N/A

4

5

N/A

3

4

5

N/A

3

4

5

N/A

Page 9 - Question 42 - Rating Scale – Matrix [Mandatory]
I ensure my teachers understand how different students learn.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 9 - Question 43 - Rating Scale – Matrix [Mandatory]
I observe each teacher to provide feedback and guidance.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 9 - Question 44 - Rating Scale – Matrix [Mandatory]
I model best practices.
1

2

I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 9 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 9 - Question 45 - Rating Scale – Matrix [Mandatory]
I utilize the supervision process to assist teachers in implementing appropriate curriculum
materials.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 9 - Question 46 - Rating Scale – Matrix [Mandatory]
I provide the personal attention that each staff member needs.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

4

5

N/A

4

5

N/A

5

N/A

Page 9 - Question 47 - Rating Scale – Matrix [Mandatory]
I ensure the facilities are in good condition.
1

2

3

I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 9 - Question 48 - Rating Scale – Matrix [Mandatory]
I provide opportunities for teachers to be involved in policy development.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 9 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 9 - Question 49 - Rating Scale – Matrix [Mandatory]
I provide the personal attention each teacher needs.
1
2
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

3

4

5

N/A

4

5

N/A

Page 9 - Question 50 - Rating Scale – Matrix [Mandatory]
I establish routines and procedures for an orderly environment.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 10 - Heading
Almost done! Just a few more questions!
Page 11 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 11 - Question 51 - Rating Scale – Matrix [Mandatory]
I provide an opportunity for staff members to be involved in policy development.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 11 - Question 52 - Rating Scale – Matrix [Mandatory]
I hire qualified teachers.
1

2

3

4

5

N/A

5

N/A

I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 11 - Question 53 - Rating Scale – Matrix [Mandatory]
I ensure evidence-based approaches to teaching are learned by teachers.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 11 - Question 54 - Rating Scale – Matrix [Mandatory]
I assist the teachers in implementing, monitoring, and evaluating standardized testing
results.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 11 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 11 - Question 55 - Rating Scale – Matrix [Mandatory]
I ensure regular maintenance of the facilities.
1
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

2

3

4

5

N/A

Page 11 - Question 56 - Rating Scale – Matrix [Mandatory]
I place appropriate emphasis on assessment.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

4

5

N/A

4

5

N/A

Page 11 - Question 57 - Rating Scale – Matrix [Mandatory]
I create committees and/or a leadership team to accomplish tasks.
1
2
3
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
Page 11 - Question 58 - Rating Scale – Matrix [Mandatory]
I utilize information gathered from interpreting, monitoring and evaluating student work
to inform decisions about teaching.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out t his.
Page 11 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
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Page 11 - Question 59 - Rating Scale – Matrix [Mandatory]
I ensure evidence-based approaches to teaching are implemented by the teachers.
1
2
3
4
5
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

N/A

Page 11 - Question 60 - Rating Scale – Matrix [Mandatory]
I recognize and celebrate the contributions teachers make to the school.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

5

N/A

Page 12 - Heading
Just 3 more questions! Please click "Submit"
Page 13 - Heading
Please rate statement in all three cases by choosing a number from 1 to 5 with 1 being
least and 5 being the greatest. If the statement does not apply, please choose N/A.
Page 13 - Question 61 - Rating Scale – Matrix [Mandatory]
I utilize each teacher's strengths to create an environment for learning.
1
2
3
4
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.

5

N/A

Page 13 - Question 62 - Rating Scale – Matrix [Mandatory]
I utilize information gathered from interpreting, monitoring and evaluating standardized
tests to inform decision about teaching.
1
2
3
4
5
N/A
I a m a w a r e o f t h i s .
I
p r a c t i c e
t h i s .
I w a nt to lea rn mo re ab out thi s.
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Page 13 - Question 63 - Open Ended - One or More Lines with Prompt [Mandatory]
Please list 3-4 aspects of your job in which the support or guidance from an experienced
principal would have made your job easier.
#
#
#
#

A
A
A
A

s
s
s
s

p
p
p
p

e
e
e
e

c
c
c
c

t
t
t
t

1
2
3
4

Thank You Page
Thank you so much for completing this survey. Your time and input is greatly
appreciated. The results of this study will be shared with the Archdiocese of Los
Angeles, Department of Catholic Schools and will be available to you upon request.
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APPENDIX F
Letter to 1st Focus Group Participants
November 30, 2010
Dear Principal,
As you are aware, I am doing a research study on leadership strategies. In the
letter I sent to you requesting your participation in my leadership survey, I explained I
would be doing two follow-up focus groups. The purpose of the focus groups is to
clarify and to delve deeper into the data gathered from the survey. The information
gathered at the focus groups will provide a much richer answer to my research question
on the novice elementary principals’ perceptions of the need for a mentoring program.
Second and third year principals’ names were placed, by region, on paper. Each
region was a different color. Names were drawn one by one until all were chosen. A list
was complied of the names in each region, in the order drawn, separated into second and
third year principals.
At this time, I request your participation in my focus group, as your name was
randomly selected from your region. There will be one focus group with second year
principals and one with third year principals. Your identity will be kept confidential.
You will only be identified by color of your region and number drawn. The focus groups
will be tape recorded to assist me in accurately transcribing the information gathered.
I have arranged for these focus groups to take place this Friday, December 3, at
Divine Savior School in Los Angeles. Divine Savior was chosen due to its central
location. It is located at 624 Cypress Avenue in Los Angeles. I am grateful to Maria
Jimenez for her hospitality. I will provide lunch for you. There is parking available
across the street from the school on the corner of Cypress and Idell.
The schedule is as follows:
Second Year Principal Focus Group from 11:00-12:00
Lunch for both groups at 12:00
Third Year Principal Focus Group from 12:30-1:30
I realize this is a busy time of year; I am hoping you will participate, if at all
possible. Please respond to my email to let me know of your availability. I will followup with you tomorrow by phone.
With this letter, you will also find attachments of the Human Subjects Bill of
Rights and Informed Consent Form. Please fill out the Informed Consent Form and bring
it with you.
Thank you so much for your time. Results of the survey and focus groups will be
made available to you upon request.
Sincerely,
Linda Wiley
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APPENDIX G
Informed Consent Form
October 11, 2010

page 1 of 3

Loyola Marymount University
Doctoral Dissertation Survey and Focus Group
Protocol Number: LMU IRB 2010 F13
Effective Leadership Strategies: What Novice Catholic School Elementary Principals
Know, Do, and Want to Learn
1) I hereby consent to be included in Linda R. Wiley’s doctoral dissertation survey
and focus group in the following research study: Effective Leadership Strategies:
What Novice Catholic School Elementary Principals Know, Do, and Want to
Learn.
2) I have been asked to participate in a research study, which is designed to gather
data from novice elementary principals in the Archdiocese of Los Angeles, those
in their second and third year as principals. The data collected will elicit from me
what I know about certain leadership strategies, to what extent I implement these
leadership strategies, and what I want to learn about these leadership strategies.
The survey will take approximately 30 minutes to complete. A random sampling
of participants will be asked to participate in a one-hour focus group, as a followup to the survey. The focus groups will be designed to gather more in-depth
information based on the survey results.
3) It has been explained to me that the reason for my inclusion in this project is because I
am a second or third year principal in the Archdiocese of Los Angeles, the subjects
being researched in this study.
4) I understand that if I am a participant, I will complete an online survey that will take
approximately 30 minutes. I may be randomly chosen to participate in a one-hour
focus group, as a follow-up to the survey.
5) The researcher will enter the result of the surveys from Zoomerang into the Statistical
Package in the Social Sciences (SPSS) computer program. The researcher will not see
individual responses, only the compiled information; therefore, my responses will be
anonymous.
6) Linda R. Wiley, doctoral candidate, has explained these procedures to me in this letter.
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Page 2 of 3
7) I understand that if I participate in the focus group, I will be audio taped in the process
of the research procedures. The purpose of the tape is to allow the researcher to
accurately transcribe the information given in the focus group. It has been explained
to me that these tapes will be used for research purposes only and that my identity will
not be disclosed. I have been assured that the tapes will be destroyed after their use in
this research project is completed. I understand that I have the right to review the
tapes made as part of the study to determine whether they should be edited or erased in
whole or in part.
8) I understand that the study described above may involve the following risks and/or
discomforts: Risks to principals taking the survey are minimal. You may experience
added stress due to having one more thing to accomplish. Reflecting on the
statements could cause anxiety. Principals participating in the focus groups may feel
discomfort or embarrassment sharing in areas in which they may not feel confident of
ability. The researcher will make every effort to ensure your comfort. The researcher
will try to create a risk-free environment in which participants will not feel judged,
either by the researcher or other novice principals.
9) I also understand that the possible benefits of the study are: The desired potential
benefit to the participants and to future novice principals is a mentoring program
designed to help them navigate the various duties of the job. A mentor will provide
support and guidance, as well as a listening ear. A successful mentoring program
could improve principal retention, increase job satisfaction, and increase the number
of potential principal candidates.
10) I understand Linda R. Wiley, who can be reached at (310) 941-3321 or
lrwly@yahoo.com, will answer any questions I may have at any time concerning
details of the survey and focus groups conducted as part of this study.
11) If the study design or the use of the information is to be changed, I will be so informed
and my consent re-obtained.
12) I understand that I have the right to refuse to participate in, or to withdraw from this
research at any time without prejudice to my role as principal in the Archdiocese of
Los Angeles.
13) I understand that no information that identifies me will be released without my
separate consent except as specifically required by law.
14) I understand that I have the right to refuse to answer any question that I may not wish
to answer.
15) I understand that I will receive no compensation for my participation in this study.

! 159!

!
Page 3 of 3
16) I understand that if I have any further questions, comments, or concerns about the
study or the informed consent process, I may contact David Hardy, Ph.D., Chair,
Institutional Review Board, Loyola Marymount University, One LMU Drive, Suite
3000, Los Angeles, CA 90045, 310-258-5465, david.hardy@lmu.edu. In signing this
consent form, I acknowledge receipt of a copy of the form, and a copy of the
"Subject's Bill of Rights".
Subject's Signature____________________________________________Date ________
Witness_____________________________________________________Date ________
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APPENDIX H
Experimental Subjects Bill of Rights
Pursuant to California Health and Safety Code §24712, I understand that I have the
following rights as a participant in a research study:
I will be informed of the nature and purpose of the experiment.
I will be given an explanation of the procedures to be followed in the medical experiment,
and any drug or device to be utilized.
I will be given a description of any attendant discomforts and risks to be reasonably
expected from the study.
I will be given an explanation of any benefits to be expected from the study, if applicable.
I will be given a disclosure of any appropriate alternative procedures, drugs or devices
that might be advantageous and their relative risks and benefits.
I will be informed of the avenues of medical treatment, if any, available after the study is
completed if complications should arise.
I will be given an opportunity to ask any questions concerning the study or the
procedures involved.
I will be instructed that consent to participate in the research study may be withdrawn at
any time and that I may discontinue participation in the study without prejudice to me.
I will be given a copy of the signed and dated written consent form.
I will be given the opportunity to decide to consent or not to consent to the study without
the intervention of any element of force, fraud, deceit, duress, coercion, or undue
influence on my decision.
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APPENDIX I
Letter to 2nd Focus Group Participants
January 10, 2011
Dear Principal,
As you are probably aware, I am doing a research study on leadership strategies.
In the letter I sent to you in late October requesting your participation in my leadership
survey, I explained I would be doing two follow-up focus groups. The purpose of the
focus groups is to clarify and to delve deeper into the data gathered from the survey. The
information gathered at the focus groups will provide a much richer answer to my
research question on the novice elementary principal’s perception of the need for a
mentoring program.
Second and third year principals’ names were placed, by region, on paper. Each
region was a different color. Names were drawn one by one until all were chosen. A list
was complied of the order names were drawn by each region, separated into second and
third year principals.
I had one focus group session on December 3, but only five principals were able
to attend. This did not fulfill the requirements outlined in my dissertation proposal. At
this time, I request your participation in a focus group to be held at the January Principals’
Meeting at St. Luke in Temple City.
As your name was randomly selected from your region, I ask that you attend.
Your identity will be kept confidential. You will only be identified by color of your
region and number drawn. The focus groups will be tape recorded to assist me in
accurately transcribing the information gathered.
I have received permission from Dr. Baxter, our superintendent, and from Erin
Barisano, the principal of St. Luke School. I have spoken with Nancy Hayes, the
chairperson of the ESAC Faith Committee regarding the format for the day. This has
allowed me to schedule my focus groups before and after the meeting. Because I need to
have one group of second year principals and one of third year principals, I have set up
the following schedule:
8:00-8:45
9:00
2:15
2:15-3:00

Focus Group with second year principals
Meeting starts
Meeting ends
Focus Group with third year principals

I am hoping that since you will be coming to this meeting anyway, you would do
me the great favor of either coming a little early or staying later. Actually Deanery
Meetings are planned for after, and I ask that you meet me during these times; Dr. Baxter
has approved this. I am hoping you will participate, if at all possible. I am very close to
completing my research, but I cannot finish until I am able to conduct these focus groups.
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Please respond to my email to let me know of your availability. If you have any
questions, please feel free to contact me at (310) 833-2170 (office) or (310) 941-3321
(cell).
With this letter, you will also find attachments of the Human Subjects Bill of
Rights and Informed Consent Form. Please fill out the Informed Consent Form and bring
it with you.
Thank you so much for your time. Results of the survey and focus groups will be
made available to you upon request.
Sincerely,
Linda Wiley
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APPENDIX J
Focus Group on Leadership Strategies Questionnaire
NAME______________________________________________
1. Are you beginning your second or your third year as principal?
…Second
2.

…Third

What Financial Level has the Archdiocese designated your school?
___1-3

3.

___4-6

___7-10

What was your highest level of education when you became principal?
…Bachelor’s degree
…Master’s degree
…Doctoral degree
…Other ________________________________

4.

Are you currently enrolled in a degree program?

…Yes

…No

5.

If yes, what degree will you earn upon completion of the program?
___________________

6. What credentials do you have?

7.

What is the total enrollment of your school? --------------___50-200

___201-400

___401-600

___over 600

8. What is the configuration of your school?
___K-4 ___5-8 ___K-8 ___ Pre-K-8 ______Other (Please explain)
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9.

On the survey, participants were asked to rate each statement three times: once
for the degree the strategy was known; once for the degree is was practiced; and
once for the degree is was desired to learn more about the strategy. All strategies
received a high percentage of responses at the 4 and 5 level for being aware of the
strategy, yet a smaller percentage of responses at the 4 and 5 levels for carrying
out the strategy. This is especially so in the instructional leadership statements.
What factors would you attribute to this?

10. What are the challenges you face in your role as principal?
11. What obstacles do you encounter in your role as principals?
12. What would help you to be more effective in your role as principal?
13. How do you see a mentoring program helping you with your responsibilities?
14. What type of support could be provided by the Archdiocese of Los Angeles to
help you be more effective?
15. Is there anything else you would like to share?
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